


About This Book

Why Is This Topic Important?

Training is a billion-dollar industry, and the way we train impacts performance.

Most people still think of classroom training first whenever they think of train-

ing. Even when training moves to online formats, trainers need to know how

to instruct. This book is all about building the competencies essential to

instruction.

What Can You Achieve with This Book?

Simply stated, this book provides everything you need to think through how to

become a first-rate instructor or build your competencies in the instructor role.

How Is This Book Organized?

This book is organized into three parts and fifteen chapters. A Pretest opens the

book. It should help individuals assess their competencies as instructors. It also

serves as an advance organizer of the book’s contents. Part One, consisting of

Chapters 1 through 4, focuses on Building a Foundation for Excellence. Part Two,

consisting of Chapters 5 through 11, focuses on Mastering the Tools of

Instructor Excellence. Part Three, consisting of Chapters 12 through 15, focuses

on Managing Instructor Excellence.

The book concludes with an Appendix with material about how to deal with

typical classroom problems. It also contains a list of references for the reader’s

future use. The CD-ROM that accompanies the text is a new and enormous addi-

tion to excellent instructors everywhere. It provides all worksheets appearing in

the book. It also contains an entire train-the-trainer workshop on building

instructor excellence, complete with reproducible slides, a participant workbook,

and a leader’s guide.



About Pfeiffer 
Pfeiffer serves the professional development and hands-on resource needs of

training and human resource practitioners and gives them products to do their

jobs better. We deliver proven ideas and solutions from experts in HR devel-

opment and HR management, and we offer effective and customizable tools

to improve workplace performance. From novice to seasoned professional,

Pfeiffer is the source you can trust to make yourself and your organization

more successful.

Essential Knowledge Pfeiffer produces insightful, practical, and

comprehensive materials on topics that matter the most to training

and HR professionals. Our Essential Knowledge resources translate the expertise

of seasoned professionals into practical, how-to guidance on critical workplace

issues and problems. These resources are supported by case studies, worksheets,

and job aids and are frequently supplemented with CD-ROMs, websites, and

other means of making the content easier to read, understand, and use.

Essential Tools Pfeiffer’s Essential Tools resources save time and

expense by offering proven, ready-to-use materials—including exercises,

activities, games, instruments, and assessments—for use during a training

or team-learning event. These resources are frequently offered in loose-leaf or

CD-ROM format to facilitate copying and customization of the material.

Pfeiffer also recognizes the remarkable power of new technologies in

expanding the reach and effectiveness of training. While e-hype has often

created whizbang solutions in search of a problem, we are dedicated to

bringing convenience and enhancements to proven training solutions. All our

e-tools comply with rigorous functionality standards. The most appropriate

technology wrapped around essential content yields the perfect solution for

today’s on-the-go trainers and human resource professionals.
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Foreword

Powers and Rothwell have produced a gem of a book, solidly

grounded in a performance analysis of effective instruction, and

offering practical guidance that will benefit instructors in any field,

whether novice or long-experienced. The authors recognize that

effective instructors are much more than good presenters or

experts in their subject matter; they are also capable of engaging

learners and producing results in the form of improved student

performance.

The authors’ extensive research into effective instruction has

resulted in an extremely useful handbook, with concepts and ideas

that have been further tested and refined over the years. They

begin by presenting the criteria for effective instruction and then

provide users with practical research-based tools for meeting those

criteria. They provide both a clear organizing framework for

instructor performance and specific actions that instructors can

take to increase their effectiveness.

A key to working effectively with adult learners is an instruc-

tor’s ability to encourage and facilitate meaningful student partici-

pation, and that is a strong emphasis of this book. In addition, the

authors have recognized that even in the best of circumstances,

things do not always proceed as planned, and they have provided

clear and straightforward guidelines for dealing with issues and

problems that all instructors face.

Novices will find this a comprehensive guide to understanding

the principles and goals of effective instruction, accompanied by
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clear guidelines for reaching those goals. Experienced instructors

will find it a valuable refresher and a likely source of useful tools

and techniques.

Donald Tosti, Ph.D.

Managing partner, Vanguard Consulting Group, 

Past president of the International Society for Performance 

Improvement (ISPI)
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Preface to the Second Edition

Despite the growing use of electronically enabled training 

methods, the classroom is still the most widely used venue for train-

ing in the United States and in other nations. As explained by

Training’s 2005 industry report:

Remember when people were saying, “the classroom is dead”? Well,

every year our industry report documents the practices and expen-

ditures of real training organizations, and every year it’s the same.

As they have done year after year, no matter what new software or

tool has been popular, organizations in this year’s report said that 70

percent of all their formal training courses are provided in class-

rooms with live instructors. (Dolezalek, 2005, p. 14)

Generally, people prefer the classroom, and instructors also pre-

fer it (Weinstein, 2005). However, the larger the company, the

more likely they are to use a broader array of delivery methods

(Dolezalek, 2005).

Most classroom training programs offered by corporations and

other organizations are delivered by instructors who have received

little or no formal training on how to instruct, who do not con-

sider themselves training professionals, and who will, in fact, leave

their instructing assignment within the next two to three years.

Unfortunately, there has been no authoritative system for equip-

ping instructors to perform effectively. As a result, most instructors

and most supervisors have been left to their own devices to deliver

what is now one of the most costly solutions to business problems

in the global training industry.
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Purpose of the Book

The purpose of this book, pure and simple, is to equip instructors to

perform with excellence. This, in effect, is the purpose of all train-

ing—to enable people to do their jobs well or to do them better,

faster, more accurately, more efficiently, or more economically than

before.

This book presents a system for bringing about instructor excel-

lence systematically and thoroughly. It pinpoints standards of 

performance and desirable behaviors for instructors. Even more

important, it presents an integrated system for selecting capable

instructors, evaluating instructor-delivered instruction, providing

feedback to instructors, and developing, recognizing, and reward-

ing excellent instructor performance.

If you instruct adults, this book will enable you to deliver train-

ing in accordance with excellent standards of performance. If 

you supervise instructors, this book will enable you to implement a

system for managing instructors that is guaranteed to bring about

excellence.

Regardless of whether you are a new or experienced instructor,

this book will help you to build your instructional skills and enable

you to take responsibility for your development as well as for the

recognition and rewards that you receive. Regardless of how long

you have been supervising instructors, this book will help you do it

better. The practical, easy-to-use concepts described here will affect

the way you manage yourself and others throughout your career,

regardless of whether you remain in training or move into other

fields of work.

Although the concepts presented in this book were developed

or tailored specifically for instructors and people who manage

instructors, they are useful concepts about excellence applicable for

individuals in all kinds of professions. They have been successfully

adapted and implemented by scores of people in a wide range of

businesses and organizations around the world. Thus, if you are

involved in the field of instructing adults, this book is for you,

whether you work in government, education, business, or industry.
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Origins of This Book

The idea for this book was born in the early 1970s when Bob 

Powers brought together a team of instructors who were perceived

as outstanding performers in the classroom. Basically, he asked this

group, “What is it that you do?” In response, these instructors

began to identify the common actions they took, both in and out

of the classroom, to achieve training objectives. From their

responses, Powers developed a list of master performance behaviors,

which were later converted into the first set of performance stan-

dards focused on the role of the instructor. These standards, which

have evolved over the past thirty years to become the backbone of

an instructor performance system, form the essence of this book.

During this time, Powers became associated with the National

Society for Performance and Instruction (NSPI), now the Interna-

tional Society for Performance Improvement (ISPI), a professional

organization dedicated to promoting excellence in human perfor-

mance. Through NSPI, Powers became acquainted with the work

of Thomas Gilbert and Geary Rummler, who promoted a system-

atic process for solving performance problems and seizing opportu-

nities to improve performance. They called this system performance

analysis. Powers set out to capitalize on their brilliant work and,

along with a staff of six, spent many years experimenting with the

application of these concepts to business situations. During these

years, he directed over three hundred analyses and began to see the

same causes of performance problems crop up time and time again.

Eventually, he translated these common causes of performance

problems into a simple yet positive premise about human beings

and excellence: People will perform with excellence if they:

• Have well-defined jobs

• Are capable of doing the job

• Know what is expected of them

• Have the tools to do the job

• Have the necessary skills and knowledge
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• Receive feedback on how well they perform

• Perceive and receive rewards for performing as desired

In essence, this premise represents a belief system about

human beings and excellence. It forms the basis for the instructor

performance system—the system described in this book to bring

about excellent instructor performance. Although the word excel-

lence has become something of a buzzword, especially in corporate

circles, we continue to use it because, in addition to denoting

quality, it connotes a spirit of surpassing expectations. “Instructor

excellence” refers to instructors whose performance meets and

exceeds what is expected of them. These expectations are clearly

defined in this book.

William J. Rothwell has added to this book based on his expe-

riences in researching and establishing competencies for excellent

learning and performance professionals.

Overview of the Contents

In this book, you will be introduced to a host of simple, easy-to-use,

and well-integrated tools designed to enable you to implement the

concepts presented here and bring instructor excellence to fruition.

The book opens with a pretest to help you pinpoint your perceived

needs for improvement. It also serves as an advance organizer for

the book.

Chapter 1 focuses on how adults learn and interact and exam-

ines the impact you have on learning. It also introduces you to the

instructor performance system.

Chapter 2 defines the job of the instructor and identifies the

skills, knowledge, qualifications, experience, and characteristics

required of excellent instructors. Chapter 3 provides supervisors

with a set of tools to select instructors based on the skills required to

successfully carry out the job. In addition, instructors and would-be

instructors will learn how to assess their own skills against excellent

selection criteria.
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Chapter 4 introduces the instructor performance standards.

Here you will learn how performance standards serve to communi-

cate expectations. These standards of excellence have been imple-

mented in outstanding companies around the world.

Chapters 5 through 11 define and explore each of the sixty per-

formance standards and show you how to adapt them to fit your job

and your organization. Chapter 5 helps you to prepare to instruct,

while Chapter 6 guides you to create abundant classroom partici-

pation. In Chapter 7, you will examine the platform skills standards,

and in Chapter 8 you will focus on those standards that cover course

content and sequencing. Chapter 9 is intended to help you meet the

standards for asking and answering questions, while Chapter 10

enables you to meet standards related to the use of training aids.

Chapter 11 will show you how to use the evaluation standards

to strengthen and develop course content and your instructing

skills.

Chapter 12 focuses on helping supervisors to provide feedback

that reinforces and develops excellent performance. It provides

supervisors with tools to observe and document instructor perfor-

mance, conduct progress reviews, handle difficult performance dis-

cussions, and complete performance appraisals. This chapter also

enables instructors to assess themselves and strengthen their own

performance.

In Chapter 13, supervisors learn how to recognize and reward

instructors in a way that improves desired performance without

inflating budgets. This chapter also guides instructors to take

responsibility for the recognition and rewards they receive.

In Chapter 14, supervisors will learn how to develop instructors

to successfully perform the instructor job and prepare for future

jobs. This chapter also enables instructors to take responsibility for

their own development.

Chapter 15 reviews the instructor performance system, summa-

rizes the concepts presented here, shows how to use the book as a

tool, and outlines the steps that instructors, supervisors, and others

should begin to take to implement the ideas in this book.
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The book concludes with two Appendices. The first describes

how to deal with tough participants. It also provides a list of

resources. The second Appendix provide lists of the competencies

for excellent instructors that have been researched by various pro-

fessional associations, several of which now certify instructors or

public speakers.

Finally, a CD-ROM accompanies the book. It provides all

worksheets appearing in the book and contains an entire train-

the-trainer workshop on instructor excellence, complete with

reproducible slides, a participant workbook, and a leader’s guide.

While the essence of the original edition of this book has been

retained, new additions to it have been made in updated references,

discussions of instructor excellence in e-learning and other 

technologically assisted venues, and original research from sea-

soned instructors on critical incidents they have faced and how

they managed those situations.

Throughout the book, you will find examples drawn from out-

standing companies around the world. These examples show how

organizations have made use of the concepts presented in this book

to attain instructor excellence. If you are an instructor, a supervisor

of instructors, or a manager with an interest in performance excel-

lence, I believe you will find great value in this book.

Bob Powers

Sonoma, California

November 2006

William J. Rothwell

State College, Pennsylvania

November 2006
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Pretest

On What Issues Do You Need to Improve 

Your Excellence as an Instructor?

Complete the following Pretest before you read the book. Use it as

a diagnostic tool to help you assess the need to build your compe-

tencies as an instructor. You may also use it as an advance organizer

to refer you directly to topics in the book that are of special impor-

tance to you now.

The Pretest

Spend about ten minutes on the pretest. Be honest! Think of what

it takes to be an excellent instructor or trainer in your organization

as you believe the learners see it—not necessarily as you think it is,

as you hope it is, as you believe it will eventually become, or as you

think that managers think it should be. When you finish, score and

interpret the results using the instructions appearing at the end of

the pretest. Then be prepared to share your responses with others

in your organization as a starting point for improving instructor

excellence. If you would like to learn more about any item below,

refer to the number in the right column to find the chapter in this

book in which the subject is discussed.

Rate yourself as follows:

1 = Very little or no need to build competence

2 = Some need to build competence

3 = A definite need to build competence

4 = Much need to build competence

5 = A very great need to build competence
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How much do you feel the need to build your competencies as an

instructor in each of the following areas? Circle your rating for

each item.

1 2 3 4 5 1. Having an impact on others as 1
an instructor

1 2 3 4 5 2. Understanding the roles and 2
responsibilities of instructors

1 2 3 4 5 3. Selecting instructors 3

1 2 3 4 5 4. Communicating the expectations 4
for instructor performance

1 2 3 4 5 5. Being a well-prepared instructor 5

1 2 3 4 5 6. Motivating classroom participation 6
from participants

1 2 3 4 5 7. Demonstrating effective 7
presentation skills

1 2 3 4 5 8. Adhering to course content and 8
sequencing

1 2 3 4 5 9. Asking and responding to questions 9

1 2 3 4 5 10. Using training aids to enhance 10
learning

1 2 3 4 5 11. Collecting and making sense 11
of evaluation data

1 2 3 4 5 12. Observing instructors and 12
providing feedback

1 2 3 4 5 13. Recognizing and rewarding 13
instructors

1 2 3 4 5 14. Developing instructors and their 14
careers

1 2 3 4 5 15. Ensuring the success of instructors 15

____ TOTAL
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Scoring and Interpreting the Pretest

Add up your scores. Total the number and place the sum in the line

next to the word TOTAL. Then interpret your score as follows:

75 to 61 You perceive yourself to be an excellent
instructor.

60 to 46 You can strengthen your instructor
competencies.

45 to 31 You require some development of your instructor
competencies.

30 to 16 You require substantial development of many of
the instructor competencies.

15 to 0 You need to develop most of the sixty instructor
competencies.

No matter how you scored, however, the tools contained

within Instructor Excellence will guide you to strengthen your skills

and put you on the road to becoming an excellent instructor.
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More Praise for Instructor Excellence
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be another book on this subject that is so well grounded in research and so easy to apply.”
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“Instructor Excellence is the book on training delivery. Instructors and training managers
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I highly recommend it!”

—Bent Norman Petersen, managing director and partner, 

Polar Seafood Denmark A/S

“Once again Bob Powers has outdone himself, inspiring creativity and communications

with multimedia interactivity style and substance. This is clearly the most comprehensive

and definitive guide to instructor excellence ever. An absolute must of anyone in need of

a roadmap to success in the workplace.”

—Mark Gherardi, co-director, Gilli Foundation, 

Tuscanyways Center for Creativity and Learning

“Whether you are a training manager or instructor, a kindergarten teacher or a university

professor, Instructor Excellence provides an indisputable guide to achieving excellence in

the classroom.”

—Mary Hewlett, Ph.D., assistant professor of early modern history, Department of 

History, University of Windsor, Ontario, Canada; fellow, Reformation and 

Renaissance Studies, Victoria University in the University of Toronto

“The authors have done a terrific job at creating a well-organized and comprehensive pro-

gram for training trainers. But the framework they’ve created can also be used by anyone

who is trying to be a better manager, coach, mentor, or even a better parent. Their skill is

in making us think about what we’re trying to do before we do it, and seeing each

encounter as part of a larger process. Such thinking is extremely important, but is too often

lost in the daily rush.”

—Elliot E. Maxwell, fellow, Communications Program, Johns Hopkins University, 

and distinguished research fellow, e-Business Research Center, 

Pennsylvania State University, and former special advisor 

for the Digital Economy, U.S. Secretary of Commerce

“For the past fifteen years, Instructor Excellence has been the standard for creating out-

standing performance in the classroom. Now, with the addition of a CD-ROM, it becomes

even easier to implement the masterful tools contained within this book.”

—Mary Bachman, vice president, corporate communications (retired),Pacific Telesis

“For fifteen years I taught in the public school system. This book, Instructor Excellence, is

a godsend to those of us who teach adults and children alike.”

—Kimberley P. Blattner, educator
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1

MAKING A DIFFERENCE

The Impact of Excellent Instructors

Instructors will perform with excellence if they are

capable, have well-defined job roles, know what is

expected of them, have the tools to do the job, and

receive feedback and rewards that reinforce and

develop excellent performance.

This book is about instructor excellence. If you instruct adults, this

book will enable you to deliver training in accordance with standards

of excellence and will increase your competence and confidence. If

you supervise instructors, it will enable you to implement a system of

managing instructors that will produce excellence in the classroom.

Many of the same principles apply for online learning. The practical,

easy-to-use concepts described in this book will affect the way you

manage yourself and others throughout your career, regardless of

whether you remain in training or move into other fields of work.

In this chapter, you will look back to your own childhood expe-

riences of learning and draw some powerful conclusions about how

adults learn and the impact you can have on their learning. You will

also identify how people interact and find out what causes people to

perform with excellence. Finally, you will be introduced to an

instructor performance system designed to enable you to produce

excellence in the classroom.

The Way We Learn

Think back to your early school days. Was being a student an exhil-

arating experience for you? Did you feel powerful, accomplished?
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Were you encouraged to learn and to participate? Did you know

what you would be able to do as a result of what you would learn?

Were you able to do something with what you learned? Were you

recognized and rewarded for your achievements in the classroom?

Did you want to emulate your teachers?

If, in recalling your early school days, you answered yes to all the

preceding questions, were you able to go through school without being

labeled a “brain” or a “teacher’s pet”? If learning itself was an exhila-

rating experience, did you have to deal with strong, often unpleasant,

peer pressures, as well as pressures from family and teachers?

For many adults, their early school days were an uncomfortable

time in their lives. Their experience of being a student was far from

exhilarating—it was a bore. Such adults recall feeling powerless or

stupid. They were encouraged to behave and be quiet, rather than

to learn and participate. They felt much of what they were taught

was useless, and they worried about whether they would be able to

do anything with what they learned. They were punished for what

they did not know more often than they were rewarded for 

what they did know. They were referred to as “slow learners,” “prob-

lem students,” and “troublemakers.” The last thing on earth they

wanted was to be teachers.

These experiences are ones that many adults bring with them

into the classroom, and they are experiences that you must grasp if

you are to successfully train adults. For many adults, walking into a

training room is reminiscent of their early school days. They are gen-

erally expected to sit quietly, for much too long, in chairs that are

often too small or too hard. Worse yet, you might just remind them

of their third-grade teacher—the one who seemed to have it in for

them. They may feel uneasy or anxious about work or home, and they

may fear that they’re too old or too slow or too tired to learn some-

thing new. They may question whether what they are about to learn

will be of any use and worry about wasting their time. They may be

concerned that whatever they say will be passed on and used against

them, and they may fear making fools of themselves. To top things

off, they were probably forced to attend the training session.
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It’s easy to understand why many adults experience difficulty the

moment they walk into a training room. Whether their fears are

eliminated or compounded depends primarily on you, the instructor.

In a classic story on adult learning theory told in Training maga-

zine some years ago, Malcolm Knowles concluded that there is really

nothing terribly special about adults when it comes to learning

(Feuer & Geber, 1988). Knowles asserted that adults and children

are pretty much the same not only in terms of self-directedness but

also in terms of their motivation, orientation, and readiness to learn.

The lone distinguishing trait is the quantity and quality of their

experiences. Adults bring a greater breadth and depth of experience

into the classroom, and they want to be respected for it. You can do

much to eliminate the difficulties adults experience in the classroom

by recognizing that adults are capable learners, by respecting their

experience, and by understanding how they interact.

In recent years, adults have been forced to shoulder more

responsibility for their learning. For one thing, more corporations

now use e-learning in which there is no instructor, and so learners

must shoulder more of the responsibility for their own learning and

(in a sense) must “learn” how to do that (DeRouin, Fritzsche, &

Salas, 2004). The key competence of individuals is becoming the

ability to learn how to learn (Rothwell, 2002). That is made all 

the more necessary by downsizing and other corporate actions that

have eroded employee loyalty and made it necessary for individuals

to seize control of their own careers. And instructors must consider

individual learning styles when online learning methods are used

(Barbazette, 2004).

This book was written to help instructors consider methods of

presenting that take individual learning styles into account.

The Way We Interact

We want to draw from an old but classic concept, transactional

analysis (Harris, 1969), to identify how people interact with one

another and how these interactions can affect learning. Transactional
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analysis (or TA, as it is commonly called) basically describes how

people communicate or interact. In simple terms, TA holds that

each person communicates from any of three states, called parent,

adult, and child.

The adult state is probably the easiest to understand because it

has only one form. The adult state is much like a computer. Used to

present facts, logic, information, reason, and so on, the adult state

is neither emotional nor judgmental. Much of training is delivered

from this state.

The parent state has two forms. The first, which is called the 

nurturing parent, is helpful, encouraging, supportive, nourishing, and

so on. This state is used to comfort people when they hurt, to

encourage them to accomplish tasks despite their fears, and so on.

The nurturing parent plays an important role in training because it

helps participants to meet and exceed training objectives.

The other form of parent is called the critical parent. The criti-

cal parent is picky, judgmental, opinionated, and prejudiced. The

critical parent is quick to tell people what they have done wrong.

Instructors can expect trainees to occasionally communicate from

their critical parent state. Instructors should avoid communicating

from this state themselves, because doing so seldom accomplishes

the desired training results.

There are two child states we want to talk about. The first is the

creative child, the part of a person that is imaginative, innovative,

fun-loving, free, independent, excitable, and so on. The creative

child communicates with enthusiasm and strong feelings. Training

is often delivered from this state. We refer to the second as the 

bad-seed child. This is the part of a person that is angry, nasty, tricky,

hurt, troublesome, and so on. When the bad-seed child communi-

cates, it is usually with strong (and sometimes hostile) emotion.

Occasionally, trainees communicate from this state. Instructors who

communicate from the bad-seed child state seldom accomplish the

desired training results.

We’d like to give you some examples of how people communicate

from these states. If we were to ask a hundred people to comment on

how they might use transactional analysis in the classroom, we might
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expect responses communicated from each of the above states. The

adult might say, “I can apply this concept in the classroom to monitor

my own communications, as well as those of participants.” The nur-

turing parent might say, “This is a wonderful concept. It will enable me

to help participants meet objectives.” The critical parent might say,

“This concept is over thirty years old; besides, I tried using it once, and

it didn’t do any good.” The creative child might respond by saying, “I’m

so excited about the possibilities of using TA. I can think of dozens of

occasions when I could use this information.” The bad-seed child

might say, “I can see how to use this stuff to really annoy my boss.”

When two or more people communicate, they either speak

from the same state, such as adult to adult, or from different states,

such as critical parent to bad-seed child. The following is an exam-

ple of two people communicating from the same state (adult to

adult). The instructor says, “Have you completed your homework

assignment?” and the participant responds, “Yes, I completed it last

night.” The following is an example of two people communicating

from different states (bad-seed child to critical parent). The partic-

ipant says, “I don’t see why we have to waste our time studying this

stuff.” The instructor responds by saying, “You should pay more

attention, and then perhaps you won’t have these problems.”

There are times when each communication state is appropriate

and others when it is not. For example, it is appropriate to use your

critical parent to yell out to someone who is in immediate danger

of being hurt. Conversely, it is inappropriate in this instance to use

your nurturing parent. It is appropriate to use both your adult and

creative child to solve problems; it is inappropriate to use your bad-

seed child to calm down a critical parent, and vice versa (as in the

example immediately above).

The key to successful communications, both in and out of the

classroom, is knowing when one communication state is more

appropriate to use than the others. There are three significant

implications for instructors of adults:

• Learning takes place for most adults when communication

between instructor and learner is adult to adult.
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• Learning is often facilitated when instructors communicate

from their creative child or their nurturing parent.

• Learning seldom occurs when instructors communicate from

their critical parent or bad-seed child.

Again, think back to your early school days and recall a

teacher who made learning an exciting experience for you. From

what communication states did this teacher instruct? We suspect

your answer will include adult, creative child, and probably 

nurturing parent. It is difficult to imagine learning taking place

without communication from the adult state, as the adult is the

transmitter of information, facts, data, rationales, and so on. We

suspect, if the learning experience was exciting, that your teacher

communicated excitement, which stems from the creative child.

We imagine this teacher also encouraged and supported you in the

process of learning; and encouragement and support come from the

nurturing parent.

Now recall a teacher who made learning a disaster for you and

ask yourself what communication states this instructor used. We bet

that your answer includes critical parent. Did the experience cause

you to feel angry, frustrated, foolish, or stupid? Did you feel like a

bad child? The critical parent generally brings out the worst in peo-

ple because it elicits the bad-seed child, just as the bad-seed child

elicits the critical parent.

You can draw some valid conclusions about adult learning from

your own childhood learning experiences. Just like children, adults

respond well to instructors who communicate from their adult, 

creative child, and nurturing parent states. Unlike children, who

have little power in the classroom, most adults simply won’t sit still

for instructors who communicate from their critical parent or bad-

seed child.

Electronically mediated instruction can complicate matters,

since research has shown that learners with low levels of motivation

do not learn as well in some media-based instructional situations as

they do in instructor-led situations (Brown, Rietz, & Sugrue, 2005).
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In this book, the term electronically mediated instruction is used 

synonymously with educational technology, instructional technology,

and distance education, and they are all understood to mean “any

learning that takes place without the physical presence of the

instructor with the learner” (Mantyla & Gividen, 1997, p. 4). While

much attention has been devoted to electronically mediated instruc-

tion in all its forms in recent years, most of the same principles

required of excellent instructors are still called for in online as well

as onsite settings (Rothwell, Butler, Hunt, Li, Maldonado, Peters, &

Stern, 2006).

Of course, it is dangerous to over-generalize. The reality is that

electronically mediated instruction is very broad, encompassing

instruction delivered by print, by PowerPoint slides attached to

emails, by videotape, by videoconference, by web-based videocon-

ference, by audiotape, by audioconference, and many more delivery

venues. The role of the instructor may be somewhat different in

each venue. However, instructors with the ability to deliver effec-

tively in all media do share some common characteristics, and

many of these characteristics are a focal point of the standards for

instructor excellence described in this book.

Achieving Excellent Performance

Consider Powers’ premise (Bob Powers, 1992) about human beings

and excellence. It says that people will perform with excellence if

they have well-defined jobs, are capable of doing the job, know

what is expected of them, have the tools to do the job, have the

necessary skills and knowledge, receive feedback on how well they

perform, and perceive and receive rewards for performing as desired.

This premise underlies the instructor performance system, which is

a method of helping instructors to perform with excellence. The

instructor performance system has seven basic components: job def-

inition, selection, performance expectations, job tools, training,

feedback, and rewards. Let’s take a look at how each of these com-

ponents derives from the initial premise.
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Job definition is the component that defines responsibility for

work. A good job definition is derived from an organization’s mis-

sion or goals. It identifies areas of responsibility for attaining those

goals; describes the skills, knowledge, qualifications, experience,

and characteristics required to successfully carry out the job; and

forms the basis for establishing performance expectations.

Selection is a system of choosing capable people to carry out a

job. A good selection system draws from the job definition. It

assesses candidates’ skills, knowledge, qualifications, experience,

and characteristics; matches these with the capabilities required to

carry out the job; and selects candidates capable of successfully 

performing the job.

Performance standards, management by objectives, and target

setting are different processes to define performance expectations,

which also stem from the job definition. Performance standards are

minimal levels of acceptable performance, while objectives and 

targets are statements of intended accomplishments. People will

perform with excellence if they know what is expected of them.

Job tools are the resources available to reach performance expec-

tations. These include equipment, manuals, procedures, and so on.

Adequate tools ensure that people have the means to carry out their

responsibilities efficiently and effectively.

Training equips people to perform as desired. A good training

system will give people the skills and knowledge required to carry

out their jobs.

Feedback is the process of letting people know how well they are

meeting performance expectations. It includes observing, measur-

ing, and documenting performance. A good feedback system rein-

forces desired performance and improves performance that does not

meet expectations.

Rewards can be given when someone meets or exceeds perfor-

mance expectations. Traditional job rewards include compensation,

recognition, development, lateral moves, promotions, and so on. A

good reward system matches the rewards to results and ensures that

the rewards given are perceived to be of value by the recipient.
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Each component of a performance system must be linked to the

others if the system is to be successful. If you take another look at

the above descriptions, you’ll notice that the components are all

interdependent. For example, the training component ensures that

people have the skills and knowledge to do the job, the feedback

component lets people know how well they are doing the job, and

so on. Linking the components of the system produces a result like

a finely tuned orchestra. While the parts may be exquisite on their

own, working together they produce a result that simply cannot be

achieved alone.

Organizations that expect excellence in performance must

establish the system components necessary to support it. An incom-

plete performance system or one that fails to integrate all the 

components will not promote excellence in performance. Most

organizations do have effective pieces of such a system in place.

These organizations must establish the missing components and

link them so that the entire system enables people to achieve the

level of excellence desired. People who have worked in organiza-

tions that truly support excellence report that the experience is one

they will remember for a lifetime and use as a standard for all other

work experiences.

The remaining chapters of this book focus on the components

of the instructor performance system. The first component—job

definition—is the subject of the next chapter.
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2

ARTICULATING THE ROLES 

AND RESPONSIBILITIES 

OF INSTRUCTORS

Instructors will perform with excellence if they

have well-defined job roles.

This chapter defines the role of the instructor and identifies the

skills, knowledge, qualifications, experience, and characteristics

required of excellent instructors. In fact, these requirements are

built right into the instructor’s job. If you’re a classroom instructor,

you will probably find that you can use the exact job description

given in this chapter. If the kind of instruction you do differs some-

what from the role described here, you can easily adapt the role to

fit your precise job. This chapter also refers you to the results of

recent competency studies, shown in Appendix 2. These studies

focus on the instructor’s role and lead, in some cases, to professional

certification as a trainer.

People will perform with excellence if they have a well-defined

job, but many people work in organizations where jobs are not well

defined. This lack of definition is one of the primary causes of 

performance problems. When people do not know what they 

are responsible for, they are unlikely to produce desired perfor-

mance results. Whenever you hear someone say, “Oh, I didn’t

know I was supposed to do that” or “That’s not part of my job,” you

have such a problem.

Without well-defined roles, people simply fail to take responsi-

bility for what needs to be accomplished. They tend to think of

their jobs in terms of how they spend their time, rather than in

terms of what they are expected to do or the results they are
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expected to produce. For example, Bob Powers asked the vice pres-

ident of a large financial organization to define his job for him. He

told Powers that he spent his time attending meetings, taking care

of items in his in-basket, supporting top management, and handling

personnel problems. He made no mention of those functions for

which he was paid, such as raising capital, ensuring the financial

integrity of the company, and so forth. In other words, he thought

of his job in terms of how he spent his time. Unfortunately, this is

how most people tend to look at their work. When job roles are ill

defined, people lose sight of why the job even exists. A well-defined

job serves to focus people on the real purpose of their work.

What Is a Well-Defined Job?

A good job definition states what the job’s function is and why the

position exists. This statement stems from the mission or goals of

the organization. For example, if the purpose of training is to equip

people to perform their jobs, then the instructor job exists to deliver

training that equips people to perform their jobs. Similarly, the

course developer job exists to develop training material that enables

people to perform their jobs. Each training position in some way

supports the organization’s mission or goals.

In a well-defined job, areas of responsibility or accomplishment

are specified. This includes both major areas of responsibility, such

as the responsibility to deliver training, and subordinate areas, 

such as creating trainee participation, using training aids to

enhance learning, and so on.

A good job definition also identifies the requirements of the job.

These include the skills, knowledge, qualifications, experience, and

characteristics required to fulfill the job. Skills identify what people

are required to do, whereas knowledge identifies what people are

required to know. For example, instructors are usually expected to

possess good organizing and planning skills. They are generally

required to have knowledge of the subject matter they are instruct-

ing. Qualifications are conditions that must be met in order to carry
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out a job and usually include such things as degrees, licenses, and so

on, while experiences are those events that people have lived

through. For example, instructors who train engineers may be

required to have engineering experience, while instructors who

teach supervisory courses might be expected to have experience

supervising people. Characteristics are attributes that are judged to

be important to carry out a particular job successfully. (In this book,

the terms characteristics and traits are considered synonymous.

Simply stated, traits or characteristics underly successful job perfor-

mance.) Instructors may, for example, be required to be enthusiastic,

honest, energetic, and so on. These characteristics are increasingly

important because, unlike the job activities usually listed on job

descriptions, they do not date as quickly. They also relate to the suc-

cessful or exemplary job performer, rather than to the work activities

in which he or she engaged (Dubois & Rothwell, 2004; Rothwell &

Lindholm, 1999).

Even today, too few training units have developed clear and

accurate job descriptions. Instead, most organizations rely on vague

job descriptions to define job responsibilities and requirements. This

is a serious mistake. In essence, the real purpose of a good job defi-

nition is to clearly establish the functions to be carried out. Unfor-

tunately, job descriptions are generally written to attain a certain

level of pay or position. Given the opportunity, people write job

descriptions as if their pay depends on it (it does!). Consequently,

what is often found in a job description is an inflated statement of

the importance of that job. Too often, the job description bears lit-

tle resemblance to the job actually performed, and seldom is it a

useful tool for instructors or their supervisors to promote excellence

in performance. This book should help to change this situation.

The Role of the Instructor

Let’s take a close look now at the role of the instructor. Although

in this chapter we specifically describe the classroom instructor, you

should be able to adapt this description to your exact job. Many of
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these roles also apply to instructors who rely on electronic media as

a means of delivery. We will approach the definition from three dif-

ferent angles: the reason the position exists, the instructor’s area of

responsibility, and the requirements of the job.

Why the Instructor Position Exists

If you look at the purpose of training—to equip people to do

something—then the instructor position must, in some way, deliver

training that equips people to do something. For example, in 

one training department the goal may be “to assist personnel in

becoming better performers and producing better products.” The

instructor position in that department would then exist “to assist,

through the delivery of instruction, personnel in becoming better

performers and producing better products.” The instructor position

must relate to organizational goals for those goals to be realized. If

you are a management skills instructor, your job probably exists to

deliver training that equips people to successfully manage others in

order to meet organizational goals. If you are a technical skills

instructor, your job probably exists to equip people to perform their

work according to specified technical standards.

As companies differ, so do training groups. Some have person-

nel who are responsible for very specialized functions, while others

have people responsible for multiple functions. For example, in

some companies there are training personnel whose sole function is

to deliver training; in others, instructors are expected to develop

training as well as deliver it. In many small firms, one person holds

responsibility for all phases of training, including performance or

needs analysis, development, delivery, and evaluation. There are

also organizations that make use of part-time and contract instruc-

tors and others that have training personnel spend half of their time

in line or staff jobs.

The growing use of electronically mediated instruction and

cross-cultural learning situations also complicate matters. Instruc-

tors must learn how to match the instructional approach to the
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results intended (Cohen, 2002). For example, while it may be

tempting in view of speed to put everything online or offer every-

thing by e-learning, it does not make sense to try to teach people

how to do things like build interpersonal skills online. Have you

ever tried to do a role play on a website to have learners demon-

strate what it is like to interact one-on-one with other people?

Probably not, since it is nearly impossible to do online role plays to

simulate interpersonal situations online. In other words, some

media are better than others for pursuing certain kinds of instruc-

tional tasks. Instructors must match the right media to the right

learning tasks.

Additionally, those instructors working cross-culturally may

need training on the basic facts about the culture of the country in

which they will present training, behavior modification approaches

in other cultures, business etiquette in other cultures, cultural

biases, and how role playing and simulations may need to be

enacted in other cultures (How to Prepare Your Expatriate Employ-

ees for Cross-Cultural Work Environments, 2005). At minimum,

instructors who work cross-culturally may need a briefing on what

is appropriate or is not appropriate in other cultures. For instance,

male instructors may need to be coached about not shaking hands

with women in Muslim cultures.

Areas of Instructor Responsibility

There are three primary areas of responsibility for most instructor

positions: preparing to instruct, instructing, and evaluating the

results of instruction. In addition, instructors generally have a num-

ber of secondary responsibilities, including administrative and

developmental tasks. Let’s take a look at these responsibilities.

The first primary area of responsibility for instructors is prepar-

ing to instruct. This area encompasses all the activities an instruc-

tor must carry out before delivering a training course: reviewing

course content (including objectives); developing training outlines

or plans; ensuring that all materials, training aids, and classrooms
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are set up; reviewing trainee rosters to determine skill and knowl-

edge levels; ensuring that any and all prerequisites have been met;

sending out any preparatory materials; and reviewing previous

course evaluations. The amount of time it takes to carry out these

steps varies according to the kind and length of the courses you

instruct.

The second primary responsibility is to instruct. This responsi-

bility includes creating abundant participation, using good platform

skills, being knowledgeable about course content and sequencing,

employing effective questioning techniques, and using training aids

to enhance learning. Most instructors spend the majority of their

time on this responsibility, but the exact amount of time spent

varies according to the length and frequency of courses taught.

The third primary responsibility of the instructor is to evaluate

the results of instruction. This responsibility includes evaluating

trainee performance against objectives, collecting evaluation 

data on course content and material, and assessing instructor 

performance. The time it takes to carry out this responsibility is

generally minor.

In addition to these three primary responsibilities, instructors

are often responsible for updating course material, conducting

administrative tasks and special projects, and initiating and carry-

ing out their own professional development.

Electronically mediated instruction does differ somewhat from

classroom-based instruction. Classic e-learning, which involves text

presented over the web or sent by email, requires extensive instruc-

tional design work before delivery and special competencies from

instructors who use it (Donar, 2004; Duhaney, 2004). Other

media—such as video-based instruction—require extensive work

before delivery to ensure that participants have materials before

instruction is delivered. In electronically mediated instruction,

instructors must work with the technology—and troubleshoot

problems or issues with it—while they are instructing and ensure

before delivery that participants have the right technology to

receive the training in the media in which it is presented. In fact,
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the most common complaints about electronically mediated

instruction centers around the media itself. A typical goal is to

make the media transparent—that is, so easy to use that learners

and instructors alike scarcely notice it.

Requirements of the Instructor’s Job

The skills, knowledge, qualifications, experience, and characteris-

tics required of excellent instructors must be clearly defined if the

instructor is to successfully carry out his or her responsibilities.

These requirements are also used to select excellent instructors (see

Chapter 3). Let’s define these requirements.

When we use the word skill, we are referring to those activities

at which one is proficient or capable of being proficient. For exam-

ple, a tennis player must be proficient at using a racket (a skill); a

musician must be proficient at playing an instrument (also a skill).

When we use the word knowledge, we are referring to the state of

knowing about or understanding something, such as knowing about

tennis or understanding music. When we use the word qualification,

we are referring to those conditions that must be met in order to do

something. Qualifications include degrees, licenses, and so on.

When we use the word experience, we are referring to things one has

done or events one has lived through. For example, a person who

has sold automobiles possesses auto sales experience; a person 

who has performed in the theater possesses acting experience.

Finally, when we use the word characteristics, we are referring to

those traits that constitute a person’s character, such as enthusiasm,

honesty, integrity, and so on and that relate to successful perfor-

mance. It is important to distinguish among these requirements

because, as you will see in Chapter 3, you use different methods to

judge each of them.

The requirements discussed below stem directly from the

responsibilities of the instructor’s job. Those that are generally

required are shown in italics. Whether an item is required or simply

desired depends on the nature of the job. For example, if instructors
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are expected to provide extensive feedback, they need to possess

strong feedback skills; if the courses they teach include a wide mix

of participants, they should possess the ability to manage a diverse

group of people, and so on.

Skills. The level of skill required of instructors will depend on

the nature of the course and on the completeness of the course

material. The following list identifies and defines just the basic skills

required or desired of classroom instructors:

• Verbal skills (ability to speak effectively)

• Interpersonal skills (ability to work effectively with others)

• Leadership (ability to lead people to accomplish objectives

without creating hostility)

• Reading (ability to read and comprehend course material)

• Organizing and planning (ability to develop plans; ability to set

priorities)

• Platform skills (ability to establish and hold eye contact, 

move and gesture naturally, and speak with a variety of 

inflections)

• Decision making (ability to make sound decisions given the

information available)

• Flexibility (ability to change plans to meet objectives)

• Analytical skills (ability to comprehend and interpret 

information)

• Problem solving (ability to constructively handle unexpected

problems)

• Feedback (ability to provide motivational and developmental

feedback)

• Questioning (ability to ask questions in a way that produces a

desired response)

• Participation (ability to involve people)
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• Initiative (ability to initiate desired actions)

• Management of diverse groups (ability to successfully manage a

mix of people)

• Risk taking (ability to take unplanned or risky actions to

accomplish objectives)

• Writing (ability to write clearly and concisely)

Knowledge. The level of knowledge required of instructors also

depends on the nature of the course and the completeness of the

course materials. In general, complex subject matter requires exten-

sive knowledge, while simple subject matter requires minimal

knowledge. Courses that have incomplete course material or that

rely heavily on instructor input or expertise require instructors to

possess extensive knowledge. The following list identifies and

defines the areas of knowledge required or desired of instructors:

• Subject matter (minimal to extensive knowledge of the subject

to be taught)

• Organization (minimal to extensive knowledge of the organi-

zations involved)

• Trainees (minimal to extensive knowledge of the trainee 

population)

• Adult learning (minimal to extensive knowledge of how adults

learn)

• Training (minimal knowledge of performance or needs 

analysis, course development, delivery, and evaluation)

Qualifications. Instructors are required to have successfully

completed a good “train the trainer” course. That means a course

that equips instructors to deliver training according to standards of

excellence. In addition, some programs require instructors to com-

plete specified prerequisites. These generally include courses that

instructors must successfully complete before they are considered
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qualified to teach a particular program. As a general rule, most

courses do not require instructors to possess degrees or licenses.

There are exceptions, however. Whether a degree or license is

required depends on the nature of the course to be taught and

agreements made with those who maintain training copyrights.

Rarely should degrees be required, because they generally attest to

knowledge rather than skill. The following list identifies and defines

the qualifications generally required or desired of instructors:

• Train-the-trainer course (successful completion of a course

designed to deliver training in accordance with standards of

excellence)

• Graduate degree (specified degree from a college or university)

• License (formal or legal permission to do something specified)

• Certificate (written statement testifying to a fact or qualification)

Experience. The experience required of instructors depends on

the kinds of courses that will be taught. For example, instructors of

management courses are sometimes expected to possess some man-

agement experience (Rothwell & Kazanas, 1999). Instructors of

technical courses are often expected to possess some technical

experience (Rothwell & Benkowski, 2002). And instructors who

deliver sales training are expected to possess a track record in sales

(Rothwell, Donahue, & Park, 2002). As a general rule, instructors

are expected to model the skills taught; consequently, they are often

required to successfully evidence the particular skills. The follow-

ing list identifies and defines the kinds of experience typically

required or desired of instructors:

• Skills experience (successful experience using skills being taught)

• Technical experience (successful experience in a specified tech-

nical area)

• Training experience (successful experience training adults)
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• Line or staff experience (successful experience in line or staff

assignments)

• Supervisory experience (successful experience managing 

others)

• Management experience (successful experience in a manage-

ment position)

Characteristics. The traits required of instructors depend on

the nature of the course material and the nature of the organiza-

tion. For example, instructors who conduct experiential training

are generally expected to be open, caring, sensitive, and so on.

Instructors who conduct sales training are generally expected to

exhibit enthusiasm and energy. A good way to identify the

required characteristics of instructors is to examine the values 

of the organization itself. The following list identifies and defines

the characteristics generally required or desired of classroom

instructors:

• Energy (capacity for doing work and overcoming obstacles)

• Enthusiasm (eagerness and a visibly high level of interest in

the subject matter)

• Commitment (ability to keep agreements and meet deadlines)

• Integrity (honesty, sincerity, and adherence to high standards)

• Self-presentation (ability to model desired behaviors)

• Self-management (capacity to work effectively with minimal

supervision)

• Self-objectivity (capacity to seek and accept feedback)

Several organizations are now offering trainer certification.

These certification programs are based on research about the com-

petencies linked to success as a trainer, including ability to deliver

instruction. The results of these research studies are summarized in

Appendix 2 at the back of this book.
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Defining Your Role as an Instructor

A well-defined job is an essential part of a good performance system.

You can define the role of the instructor in your organization by

adapting the requirements given above to fit your exact needs.

Exhibit 2.1 provides instructors and their supervisors with a simple,

easy-to-use tool to attain instructor excellence. This exhibit shows

how the job supports the goals of the organization, lists the major

and subordinate responsibilities of the job, and identifies the

requirements of the job. It also allows you to approximate the per-

centage of time to be spent on each area of responsibility.

To define your role as an instructor, review the purpose of the

job as it is defined in this chapter and revise it to fit your exact

requirements. Remember, the instructor job basically exists to

enable people to do something and should tie in to the organiza-

tion’s mission or goals. Next review the instructor responsibilities

listed in this chapter. Select those that match your needs, adding

and deleting responsibilities as appropriate. If you have other

responsibilities, such as course development or evaluation, include

these on your list. Assign a percentage of time to be spent on each

responsibility. Finally, review the list of skills, knowledge, qualifica-

tions, experience, and characteristics to be sure that they fit your

needs. If you have added to the list of responsibilities, be sure to

note any additional requirements. For example, if you added course

development, you will be required to possess good writing skills. If

you deleted any responsibilities, review the list of requirements and

scratch out those that are no longer relevant to your job.

Once you have completed Exhibit 2.1, you will possess an

invaluable tool that can be used to select excellent instructors. This

selection process is the focus of the next chapter.
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Exhibit 2.1. A Well-Defined Instructor Job

I. In support of organizational goals (please specify), this position
exists to deliver training to enable people to (please specify).

II. This position is responsible for:
A. Preparing to instruct (state percentage of time)

1. Reviewing course content, including objectives
2. Developing training outline or plan
3. Setting up classroom, equipment, training aids, materi-

als, and so forth
4. Reviewing trainee roster to ensure that prerequisites are

met; determining skill and knowledge levels
5. Sending out preparatory material in advance
6. Reviewing previous evaluations

B. Instructing (state percentage of time)
1. Garnering adequate participation
2. Using good platform skills
3. Disseminating information in appropriate sequence
4. Employing appropriate questioning techniques
5. Using training aids to enhance learning

C. Evaluating (state percentage of time)
1. Evaluating trainee performance
2. Evaluating course content
3. Evaluating instructor performance

D. Updating course material (state percentage of time)
E. Managing administrative and special projects (state percent-

age of time)
F. Initiating and carrying out professional development (state

percentage of time)
III. The skills, knowledge, qualifications, experience, and charac-

teristics required or desired of this position are broken down as
follows:
A. Skills (check all that apply):

1. Verbal skills
2. Interpersonal skills
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3. Leadership
4. Reading
5. Organizing and planning
6. Platform skills
7. Decision making
8. Flexibility
9. Analytical skills

10. Problem solving
11. Other (please specify)

B. Knowledge (check all that apply):
1. Good knowledge of subject matter
2. Good knowledge of company
3. Knowledge of trainee population
4. Knowledge of adult learning
5. Other (please specify)

C. Qualifications (check all that apply):
1. Successful completion of or willingness to participate in

a train-the-trainer program
2. Other (please specify)

D. Experience (check all that apply):
1. Skills experience
2. Technical experience
3. Training experience
4. Line or staff experience
5. Supervisory experience
6. Other (please specify)

E. Characteristics (check all that apply):
1. Energy
2. Enthusiasm
3. Commitment
4. Integrity
5. Self-presentation
6. Self-management
7. Self-objectivity
8. Other (please specify)
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3

SELECTING INSTRUCTORS

A Skill-Based Approach

Instructors will perform with excellence if they are

capable of performing the job.

This chapter outlines a system to select excellent instructors. If you

are an instructor, you will be able to use the tools described here to

assess your own skills, knowledge, qualifications, experience, and

characteristics. This assessment will be invaluable when it comes to

initiating and carrying out your own development (see Chapter

14). If you are a supervisor, you can use the tools described here to

select individuals who are capable of performing the instructor’s job.

You will also be able to use this information to begin developing the

selected instructors.

People will perform as desired if they are capable of doing so,

but few selection processes focus on a candidate’s capabilities.

Instead, selection is typically based on personality, rather than on

skills, and focuses on the relationship between the selecting super-

visor and the instructor candidate. In other words, selecting 

supervisors use the process to determine how much they like a par-

ticular candidate and to judge how likely the candidate will be to

support the supervisor and gain the respect of the rest of the orga-

nization. While these goals are, in fact, legitimate, they are sec-

ondary to ensuring that candidates possess the capabilities required

to be excellent instructors.
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A Good Instructor Selection System

We’ve talked with dozens of supervisors who tell us that they have

no means other than instinct to ensure that a candidate is capable

of performing a particular job. The purpose of this chapter is to pro-

vide supervisors with a good system for selecting capable instructors.

What is the basis of a good selection system? First of all, it must

enable the supervisor to judge a candidate’s skills, knowledge, qual-

ifications, experiences, and characteristics. For example, classroom

instructors are generally required to possess good organizing and

planning skills. Instructors who present with electronically 

mediated communication must possess sufficient knowledge of the

technology to know how to use it to advantage and help learners do

so as well. A good selection system should enable supervisors to

judge a candidate’s ability to plan and organize. Making such judg-

ments has been a difficult, if not impossible, task for most supervi-

sors. Consequently, much of this chapter is devoted to helping

supervisors make effective judgments.

A good selection system also enables supervisors to match the

judgments made to the requirements for the job. For example, if a

job requires strong technical knowledge, the judgments a supervi-

sor makes about a particular candidate’s technical knowledge are

matched to the technical knowledge required for the job.

A good selection system enables supervisors to base their selec-

tion decisions on the match between the requirements of the job and

the skills, knowledge, qualifications, experiences, and characteristics

of the instructor candidates. The decision should be an easy one once

the requirements have been identified and the judgments made.

A good selection system enables the supervisor to use the infor-

mation gained during the selection process to initiate development

of the selected candidate. For example, let’s say you selected an

instructor who possesses fair verbal skills for a job that requires

excellent verbal skills. A good selection process will enable the

supervisor to identify such discrepancies and make immediate plans

to strengthen the verbal skills of the selected instructor.
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The following discussion analyzes the instructor selection sys-

tem in detail. There are three parts to this system: actions you need

to complete prior to interviewing instructor candidates, actions to

take during the instructor interview, and actions required once the

interview is over. The instructor selection system is specifically

designed to select classroom instructors. If you adapted the instruc-

tor job description to fit your precise needs, you’ll also need to adapt

the instructor selection system.

Pre-Interview Actions

There are essentially three pre-interview actions to take: announcing

the open position, analyzing the pre-interview data, and preparing for

the interview.

Announcing the Open Position

The purpose of announcing an open instructor position is to attract

as many viable candidates as possible. A good job announcement

will generally attract viable candidates. Many announcements fail

to attract such candidates because they contain insufficient infor-

mation to enable individuals to assess their candidacy. A good job

announcement will accurately define the job and the job require-

ments. Consequently, the instructor job description worked out in

Chapter 2 is an ideal tool to announce an open instructor position

because it accurately describes the job to be carried out and defines

in detail the skills, knowledge, qualifications, experiences, and char-

acteristics required and desired of the candidate. This information

enables interested candidates to assess their candidacy and provides

candidates selected for an interview with information they can use

to prepare for the interview.

In addition to the information in the job description, the

announcement should contain all other essential data, such as

salary, work location, and so on. It should also ask candidates to sub-

mit evidence that they meet the identified requirements, and it
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should describe the appropriate procedures to follow. Supervisors

can then use the data submitted to select candidates to interview.

Analyzing Pre-Interview Data

The purpose of analyzing pre-interview data is to enable you to

select the most viable candidates to interview. Generally, the evi-

dence candidates submit in response to announcements enables

supervisors to make good judgments about qualifications, experi-

ence, and, to some extent, knowledge, but seldom provides useful

evidence of skills and characteristics, which must be ascertained

from an interview. In judging candidates, you can use a rating scale

of high to low. For example, a candidate who evidences substantial

technical knowledge by virtue of an advanced technical degree but

has minimum technical job experience would probably be rated

high in technical knowledge and low to medium low in technical

experience. When you have rated the evidence provided by all can-

didates, you should be able to select those you want to interview.

Obviously, the candidates with the highest ratings are the ones to

select for personal interviews.

In some instances, you will find that the number of candidates

is overwhelming. By examining the qualifications, experience, and

knowledge identified in a resume or other data sheet and matching

them to the requirements of the job, you can confidently narrow

your list of viable candidates to interview. When you are faced with

a shortage of candidates, you’ll probably want to interview each of

the candidates who submitted evidence, unless there is clearly no

match. The selection decision you make will be based primarily on

skills rather than on qualifications, experiences, and so on; conse-

quently, when faced with a short list of candidates, you may still find

some who are capable of successfully performing the job.

The instructor selection form shown in Exhibit 3.1 should help

you make your pre-interview decisions. Selecting supervisors should

complete the first three parts of this form prior to the interview.

When you have completed your pre-interview analysis and the
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instructor selection form, you will have a group of viable candidates

to interview, and you will have made some judgments about each

candidate’s knowledge, qualifications, and experiences that will

assist you to prepare and conduct skill-based interviews.

While a growing number of organizations are offering trainer

certifications, rely on them only as a starting point. You can ask

applicants during the interview what prompted them to pursue cer-

tification and what requirements they had to meet to achieve 

certification. But do not rule candidates in or out of consideration

based on one criterion only, such as whether the applicant has (or

has not) been certified as a trainer. Consider instead how well the

individual’s demonstrated abilities match up to the work require-

ments of the organization for a successful applicant.

Many organizations also require applicants to take various tests.

These may range from honesty tests to drug tests to psychological

tests. While it is important to comply with any special policies of

your organization, treat test results as evidence. Use the weight of

evidence, not the scores of an applicant on one examination only,

in making employment decisions. After all, the goal is to select peo-

ple fairly, based on the work requirements, and not to exclude them

on the basis of one low score. What if the person had a bad day?

What if the test is flawed and does not effectively measure what it

is supposed to? These questions make it important to regard any one

score on a test as only one piece of evidence in a larger case about

an applicant’s relative match to the organization’s requirements.

This form also serves as an excellent tool for current instructors

to assess their own skills, knowledge, qualifications, experiences,

and characteristics against the requirements of their jobs. Current

instructors should complete the entire form and then ask two or

three peers to complete the same assessment. Select peers whom

you trust to be fair and objective. Use their data and yours to note

your strengths and any areas you need to develop. Particularly 

note any differences in the assessments and lay plans to develop

those areas you would like to strengthen and those that you 

perceive differently from your peers. If you do not understand the
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Exhibit 3.1. Instructor Selection Form

Rating Scale

High: Evidence of substantial knowledge, experience; fully

qualified; highly competent in skill areas; desired

characteristics judged to be prevalent

Medium: Evidence of good knowledge, experience; somewhat

qualified; competent in skill areas; desired character-

istics judged to be somewhat prevalent

Low: Evidence of little or no knowledge, experience, qual-

ifications; poor skills; desired characteristics judged to

be lacking

In Column A, list requirements for the job; in Column B, write “R”

if item is required, “D” if it is desired; in Column C, write candi-

dates’ names or initials at top and note rating (high, medium, or

low) next to each requirement for each candidate.

Column A Column B Column C

Name Name Name Name

Part 1: Knowledge

1.

2.

3.

4.
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Part 2: Qualifications

1.

2.

Part 3: Experience

1.

2.

3.

4.

Part 4: Skills

1.

2.

3.

4.

5.

6.

Part 5: Characteristics

1.

2.

3.

4.
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information you receive from a peer, ask for clarification, remem-

bering not to be defensive. Use the information as evidence of how

someone else perceives you. Chapter 14 will provide you with the

tools to focus your development.

Preparing for the Interview

The purpose of preparing for the skill-based interview is to enable you

to conduct each interview fairly, efficiently, easily, and successfully.

Most interviews tell a lot about the interviewer and find out lit-

tle about the candidate. Consequently, supervisors are often baffled

when it comes time to make a selection decision. In order to select

a capable instructor, you must focus on the interviewee and his or

her skills. In other words, the vast majority of time should be spent

finding out about the candidate’s skills. Because interviewing is an

infrequent occurrence, the interviewing skills of most supervisors

are poorly developed. The discussion that follows will enable super-

visors to conduct excellent skill-based interviews with a minimum

of planning. The planning required focuses on adapting the exer-

cises in this chapter when making judgments about a candidate’s

skill levels.

Let’s look at each of the skills needed for the instructor’s job (see

Chapter 2, especially Exhibit 2.1). For each skill, various exercises

are given that you can use in a skill-based interview to judge candi-

dates’ skill levels. If you’ve added to the list of instructor skills, you

will need to add similar exercises to enable you to judge a candidate

in the skill areas you added.

Verbal Skills (the Ability to Speak Effectively). There are two

ways to judge oral skills. The first and most effective is to ask the

candidate to come prepared to make a short (two- to five-minute)

presentation to a small group and arrange for two or three people to

join you for this phase of the interview. Once the candidate has

completed the presentation, judge it against the performance 

standards listed in Chapter 4. When it is not possible to bring in
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additional people, ask the candidate to make the presentation to

you alone. An alternative is to simply ask candidates to tell you

about successful presentations they have made and note how they

prepared, whether they had a clear objective, how they presented

the material, whether they achieved their objective, and what

results were produced. Also note which presentation standards they

met (see Chapter 4). This, coupled with your assessment of the per-

son’s one-on-one presentation skills, should enable you to make a

good judgment in this area.

If the instructor will use electronically mediated methods by

which to deliver instruction, you may wish to ask for a demonstra-

tion of ability to do that. It is generally not wise to rely on previ-

ously recorded demonstrations, since they may have relied on

special assistance. Ask candidates to do the demonstration in front

of you and others on the selection team. (It is sometimes advisable to

use several interviewers to reduce the chance of implicit or explicit

interviewer bias.)

Interpersonal Skills (the Ability to Work Effectively with 

Others). You don’t really have the opportunity to work with the

candidate during a short interview; consequently, the best way to

gain information about candidates’ interpersonal skills is to ask them

to provide examples of successful collaboration with others. Note

whether the examples given show them working with others or

using others to accomplish a result. People with good interpersonal

skills focus as much on common goals as they do on individual

accomplishments. They are good listeners, keep their agreements,

and keep groups on task or on purpose. People with good interper-

sonal skills tend to be supportive and enjoy the groups’ accomplish-

ments. Rate the candidates’ response against the above traits.

A good alternative or supplemental approach is to ask candi-

dates how they would handle certain realistic situations that require

good interpersonal skills. You can use the examples listed below

(under Decision Making) and rate candidates in terms of the impact

their decision or action would have on others. In other words, ask
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yourself whether the decisions the candidates make will encourage

others to take desired action or are likely to turn people off.

Leadership Skills (the Ability to Lead Others to Accomplish

Objectives Without Creating Hostility). These skills are much like

interpersonal skills, except that here the candidate is the leader

rather than a team player. Ask the candidates to offer evidence that

they have successfully led a group and probe to see whether the

objectives were met without creating hostility. Here, too, you can

use the examples listed under Decision Making, as well as those

listed under Problem Solving. Look to see how the decisions that

candidates make and the ways in which they handle hypothetical

problems would affect other people. Use your judgment and the evi-

dence candidates provide to assess leadership skills.

Reading Skills (the Ability to Read and Comprehend Course

Material). A good way to ensure that candidates possess adequate

reading skills is to select a page or so of course material and ask can-

didates to take a moment to read the material and then, in their

own words, describe the essence of the material. Look to see

whether the candidates communicate the gist rather than the detail

of the material they have read. If you are unclear about whether the

candidate understands the material, use probing questions such as

“In your own words, how would you describe the essence of this

material to a new trainee?” or “Do you agree with the content, and,

if so, why? If not, why not?”

You can also use this exercise to test for technical knowledge.

For example, if you’re unclear whether a candidate possesses the

level of technical knowledge required to teach a particular course,

select a passage of technical prose representative of the level of

knowledge required and pose the same questions as above. In this

way, you can confirm both reading ability and technical knowledge.

You can also use these exercises to gather information about a can-

didate’s ability to comprehend and interpret information.
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Organizing and Planning (the Ability to Establish Priorities

and Structures and Develop and Carry Out Plans, Designs, and

So On). Simply ask candidates to tell you how they planned and

organized for the interview. Note their responses, and then use 

your notes to rate their planning and organizing against the follow-

ing criteria: Was the planning and organizing logical, thorough, 

systematic, sequential, and so on? Did the candidate establish 

priorities? How extensive, complete, and appropriate was the 

planning? Overall, how well-organized was the candidate for 

the interview?

Platform Skills (the Ability to Establish and Hold Eye 

Contact, Speak with a Variety of Inflection, Move Naturally, and

Gesture with Ease). If you’ve asked the candidate to make a short

presentation, use the performance standards listed in Chapter 7 to

judge the candidate’s platform skills. When you choose not to have

candidates make a presentation, use the candidate’s ability to hold a

one-on-one conversation to judge platform skills. For example, note

eye contact, voice, gestures, and so on, and rate platform skills using

the following criteria: Does the candidate generally look you in the

eye? Does the candidate use a variety of inflections or does the can-

didate speak in a monotone? Are the candidate’s gestures natural

and comfortable or forced? Base your judgments on these factors.

Decision Making (the Ability to Make Sound Decisions,

Given the Information Available). The simple exercises identified

here will give you a wealth of information about candidates’ 

decision-making processes. These exercises also can be developed

so that you can use them to judge interpersonal skills, leadership,

and other skills. Create two or three realistic classroom situa-

tions and ask candidates how they would handle each one. For

example, ask candidates how they would handle a student who

interrupts a lecture to say that it is “a bunch of garbage.” Judge each

candidate’s response in several ways.
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First look to see whether the decision the candidate makes is

logical, rational, and so on. Next, anticipate how trainees would

react to the candidate’s decision. Would they be supportive,

angered, encouraged, annoyed, relieved, frustrated, or upset? This

will also give you information about the candidate’s leadership,

interpersonal, and problem-solving skills. For example, if the can-

didate told you that no one would ever say such a thing, you would

probably judge the statement to be irrational, because such things

do indeed happen. If the candidate said something to the effect that

he or she would tell the trainee to be quiet and pay attention, 

it would be an example of poor leadership skills because this

response would very likely elicit hostility from the remaining

trainees. If the candidate responded by inquiring what the person

really meant (for example, asking why the person felt that way or

asking for specifics), you would probably rate his or her skills on the

high side.

This example gives you a chance to judge how a candidate han-

dles problems, since such disruptive behavior can easily result in a

classroom performance problem. Look to see whether the candidate

responds defensively or non-defensively. When people respond to

such statements by inquiring what the other person really means,

you can comfortably rate their responses as non-defensive unless

the tone of voice, gestures, or other nonverbal behavior make it

defensive. At times, candidates respond to such situations by sugar-

coating their hostility. In other words, they respond with a patron-

izing smile, tone of voice, or choice of words. For example, they

might smile and say something like “I’m sure you’ll understand why

this is so important if you’ll just stay with me through the entire les-

son.” In essence, what the person is saying is, “Shut up and sit still.”

There are numerous hypothetical situations that will give you

information about candidates’ decision-making skills. You might

ask candidates how they would proceed with a class if two of the

twelve participants hadn’t arrived by ten minutes past the sched-

uled start time. You might ask how they would proceed with a class-

room full of people and no trainee materials.
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To judge decision making using these scenarios, look to see

whether the decision is logical, rational, and so on. Note whether

the candidate refuses to make a decision. Anticipate the results of

the decision the candidate makes. To judge leadership and inter-

personal skills, look at the impact the decision is likely to have on

others. Will the decision alienate or encourage people? Is it likely

to increase or defuse hostility? Will it bring people together or sep-

arate them? To judge problem solving in these scenarios, look to see

whether the candidate’s response to problem situations is defensive,

non-defensive, or sugarcoated and, based on your experience, esti-

mate how likely the response is to reduce or solve the problem.

Flexibility (the Ability to Change Plans to Meet Objectives).

There are several ways to assess a candidate’s flexibility. First, given

any of the situations described under Decision Making, you can ask

the candidate to provide a good alternative way of handling the sit-

uation. You will find that some candidates can create several alter-

natives, while others stick to only one way of doing something. You

will find, too, that some candidates take especially rigid positions.

For example, the candidate who tells you that no one would ever

interrupt a lecture to denounce it as garbage is probably exhibiting

rigidity. You can stop a candidate during a presentation and ask

questions and note how comfortably the candidate handles

unplanned questions and how smoothly the candidate is able to

continue the presentation. Of course, you can also ask the candi-

date to provide you with evidence of flexibility and make your

assessments based on the evidence provided.

Analytical Skills (the Ability to Comprehend and Interpret

Information). Few supervisors list analytical skills as an instructor

requirement, yet they are essential for most classroom instructors.

Much of what the instructor does is to take information developed

by someone else and interpret and communicate that information

to others. A good way to judge this ability in candidates is to

describe a fairly complicated process, then ask candidates to take a
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moment to reflect on what has been said, and finally ask them to

state the essence of the process using their own words. For example,

we like to describe the six steps of performance analysis: identify

desired performance, identify current performance, state the differ-

ence between desired and current performance, estimate the poten-

tial value of attaining the desired performance, pinpoint the causes

why desired performance has not been attained, and design solu-

tions to attain the desired performance. In addition, we like to give

an example of each step. We then tell candidates to take a moment

to reflect on what we’ve said and, in their own words, describe the

six steps of performance analysis. We then note the number and

sequence of the steps they recall and assess their responses for clar-

ity, logic, accuracy, and so on. We also assess any examples they give

against the same criteria.

You can use any step-by-step process in this exercise to get a

good sense of a candidate’s analytical skills. The level of skill candi-

dates possess in this area varies widely. Using the performance analy-

sis example, we have had candidates who were able to state all six

steps of the analysis in sequence, clearly, logically, and accurately—

and provide an example of each. We’ve also had candidates who

could recall only one or two of the steps and who were unable to

describe those in a way we could understand.

Problem Solving (the Ability to Constructively Handle Unex-

pected Problems). This is a skill that most people have not devel-

oped; consequently, you may need to search for instructor

candidates who can handle problems effectively. To do that, look

for people who do not automatically become offensive or defensive

when faced with problems. Some of the situations described under

Decision Making enable you to judge a candidate’s ability to han-

dle problems effectively. You can also ask candidates to describe a

difficult work problem they have faced and follow up by asking how

they handled the problem. You can then judge whether the candi-

dates handled the problem effectively. In other words, was the
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response non-defensive, rather than sugarcoated or defensive? Did

the response produce a desired result without escalating the 

problem? How were others affected by the way the problem was

handled? (Handling classroom problems is an advanced skill and

will be discussed in more detail later in this book.)

The remaining seven skills mentioned in connection with the

instructor job (see Chapter 2) are generally desired rather than

required of instructors. Whether you probe for these skills in your

interview depends on the importance you place on them and the

nature of the courses the instructor will deliver.

Feedback (the Ability to Provide Motivational and Develop-

mental Feedback). There are several different kinds of feedback that

may be important in the instructor’s job. Motivational feedback is feed-

back given at the completion of a task and is intended to reinforce

desirable behavior. Developmental feedback is feedback given just prior

to the start of a task and is intended to mold behavior or strengthen

previously observed behavior. (Chapter 12 describes these methods

of providing feedback in detail.)

There are two ways to measure a candidate’s ability to provide

feedback. One is to simply ask the candidate to describe having

given feedback to others and then judge how well the feedback

reinforced desirable behavior or reduced undesirable behavior.

Another is to ask the candidate at the end of the interview to 

provide you (the interviewer) with feedback. In other words, ask

candidates to tell you what they would like to see you continue

doing and what they would like to see you do differently in future

interviews. This exercise also allows you to develop an idea of their

willingness to take risks and gives additional input into their flexi-

bility, as this is an unusual interview procedure.

If you do conduct this exercise, you must be willing to hear the

feedback provided and probably should respond to any feedback

with a simple “Thank you.” If you are unclear about the feedback,

ask the candidate to elaborate. You can expect that most candidates

Select ing  Instructors 41



will not possess a high level of skill in providing motivational 

and developmental feedback. Nonetheless, providing good feed-

back is a desirable skill in instructors. By collecting evidence of can-

didates’ feedback skills, you may identify individuals who have

well-developed skills in this area. If you do not find candidates 

with well-developed feedback skills, you can begin to develop the

feedback skills of the instructor you do select.

Questioning (the Ability to Ask Questions in a Way That

Produces a Response). This is a relatively easy skill to measure,

and it is critical to success if the instructor is to facilitate as well as

instruct (Rothwell, 1999). You can note the kinds of questions can-

didates ask, and you can ensure that candidates have the opportu-

nity to ask questions simply by asking them what questions they

have. Basically, you will be looking for people to ask open questions.

An open question is one that usually begins with who, what, why,

where, when, or how. Open questions produce a response far more

often than closed questions, which at best elicit a yes or a no and at

worst elicit no response at all. Measure the questions candidates ask

against the standards listed in Chapter 9. Although all instructors

are required to possess good questioning skills, this is a skill that can

be developed. As a result, it is listed as a desired rather than

required skill of instructor candidates.

Participation (the Ability to Get People to Participate). Like

questioning, the ability to get people to participate is a skill that can

be developed. Unlike questioning, this is a difficult skill to measure

in an interview. If you do have candidates make a presentation to a

small group, you can use the standards of performance listed in

Chapter 6 to judge whether and how well each candidate gains the

participation of the group. You can also ask candidates to describe

a situation in which they were required to get people to participate

actively and discuss how they went about it. Alternatively, you

could describe a hypothetical situation in which people are not 
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participating and ask what the candidate would do about it. In both

these situations, match the responses candidates make against the

performance standards in Chapter 6.

Initiative (the Ability to Initiate Action). Because instructors

generally work with minimal supervision, you will want to find

instructors who have developed an ability to initiate and carry out

action. There are three good ways to collect data on this skill area.

One is to pose hypothetical situations that enable candidates to

take action or wait for someone else to take action. For example,

you might ask candidates how they would handle the following sit-

uation. Tell candidates that they are to assume they are instructing

a course in which their supervisor is observing them. Three of the

trainees are ten minutes late returning from lunch. The trainees

who are present tell you that the missing three are looking for a

parking space. Ask candidates what action they would take. Look

to see whether they initiate action themselves or ask their supervi-

sor what to do. In this example, you are judging whether the candi-

date initiates action or looks to someone else to take action.

Another means to judge initiative is to ask candidates what

they did in previous jobs to develop themselves and then probe to

see whether the actions they took were initiated by them or by

someone else. Another method to judge initiative is to provide

pairs of opposites and ask participants which they prefer in 

each pair. For example, do they prefer starting things (which shows

initiative) or maintaining things?

Managing Diverse Groups (the Ability to Successfully 

Manage a Mix or Variety of People). Whether this is a required or

a desired skill depends on the mix of participants who attend your

programs. If your trainee population is homogeneous, this skill is

less critical than when your trainee population is heterogeneous.

The best way to gather evidence here is to ask for instances in

which the candidate successfully managed or worked with a wide
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variety of people. Look for the absence of bias on all grounds,

including race, sex, religion, age, sexual orientation, and so on.

Probe to identify the candidate’s comfort level in working with

higher or lower levels of management and with people whose

expertise in a field exceeds their own. I usually ask candidates

whether they prefer working with people who have similar qualities

or with a wide mix of people, and I follow up that question by 

asking why.

Risk Taking (the Willingness to Take Unplanned Action to

Accomplish Objectives). Many people simply are unwilling to take

risks. Whether risk taking is a desired or a required skill depends on

the curriculum you offer. Risk taking is clearly not a valued skill in

certain courses, like company safety, yet it is necessary in others, like

programs on creativity or risk taking. Many of the test situations

you put candidates through will give you a good sense of their will-

ingness to take risks. For example, making a presentation to a small

group is a rather risky action for people to take in an interview.

Some of the decisions you ask candidates to make will also pose

risks. We like to ask candidates to assess their own willingness to

take risks on a scale of 1 to 10, and then we ask for examples of risks

they have taken. Look to see whether the examples they provide

match their assessments.

Writing Skills (the Ability to Write Clearly and Concisely to

Accomplish an Objective). Some courses, such as business writ-

ing, require a very high level of writing skill, while others require

little if any skill in this area. If strong writing skills are required, 

the only real way to measure this ability is to collect evidence. We

like to provide candidates with a list of the skills required for the

instructor’s job and ask them to assess in writing their ability to

carry out the job. We then measure this work against good writing

criteria. We look to see whether the material was well-organized

and clearly and concisely stated. We look for good grammar and for

clearly stated objectives. We also look to see whether the points
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made support the stated objectives. These same criteria can be

used to assess papers that you ask a candidate to submit in advance

of or following an interview, which is another way to collect 

evidence of a candidate’s writing skills. It is of little value to ask

candidates to describe their writing skills, because what you will

collect is evidence of their ability to communicate verbally, not

evidence of their writing skills.

All of the skills listed above can be judged during an interview.

If you have added to or adapted these skills, you will also need to

adapt the means you use to judge them.

The first time you prepare for a skill-based interview can be

time-consuming. By drawing from the exercises here, you can 

minimize the amount of initial preparation time. Once you have

conducted a few skill-based interviews, you will further reduce the

time required to prepare. In addition, you will have an array of out-

standing selection exercises that you can use for years to come. You

won’t be a professional assessor, but you will possess the confidence

and competence to select instructors who are capable of performing

the job with excellence.

The Interview Form

Once you have selected the exercises you will use to measure can-

didate skill levels, the final step in your preparation process is to pre-

pare the instructor interview form (see Exhibit 3.2). This form is

designed to enable you to conduct your skill-based interviews fairly,

efficiently, and comfortably. It is laid out sequentially, beginning

with your welcome to the candidate and ending with your closing

remarks to the candidate. It provides room for you to list your exer-

cises and hypothetical scenarios in advance of the interview, and it

allows you to take notes during the interview so that you will have

a record of key responses. In the next section, the details of how to

use this form will become clear as we go through the interview step

by step.
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Exhibit 3.2. Instructor Interview Form

Name: Phone:

Date: Email:

1. a. Welcome candidate.

b. Describe purpose of interview.

c. Provide overview of interview.

2. Communicate essential information about job and company.

3. a. Prior to interview list candidate’s knowledge, qualifica-

tions, and experiences.

b. Verify during interview.

c. Note additions.

1.

2.

3.

4.

5.

4. a. Ask candidate about interest in job. Begin to check off

characteristics noted (below).

b. Prior to interview, list all skills required. Note exercises for

each. Record candidate’s response to each exercise.

Skill: Organization and planning Notes:

Exercise: How did you plan for this interview?

Skill: Notes:

Exercise:
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Skill: Notes:

Exercise:

Skill: Notes:

Exercise:

Skill: Notes:

Exercise:

Skill: Notes:

Exercise:

5. Prior to interview, list all characteristics required for job.

Check those observed during the interview.

1. 7.

2. 8.

3. 9.

4. 10.

5. 11.

6. 12.

6. a. Give candidate an opportunity to ask questions.

b. Provide candidate with an assessment of his or her 

candidacy.

c. Ask strong candidates to reassess their interest in the job

(optional).

d. Note any agreements made (for example, when selection

decision will be announced).

e. Thank the candidate for coming.

Note: This is a sample interview form. It can be adapted to

meet your specific needs.
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Conducting the Interview

There are six parts to a skill-based instructor interview. The first

step is to establish a comfortable climate. Many instructor 

candidates will be nervous at the beginning of the interview; con-

sequently, the selecting supervisor must be responsible for creating

a safe, comfortable environment that will help to ease any tension.

For most candidates, the skill-based interview will be vastly differ-

ent from other interviews they may have experienced. It is impor-

tant not to add any extra discomfort to what candidates may

experience.

Begin by genuinely welcoming candidates and letting them

know what they can expect from the interview. In other words, tell

them that you will be conducting a skill-based interview, the pur-

pose of which is to enable each of you to walk away with a clear

sense of the match between skills required and skills possessed. Ver-

ify that each candidate has had the opportunity to peruse the job

description, including the list of requirements. If any candidates

have not seen the job description, give them enough time to read

through it. Let them know that the interview may be different from

what they have experienced in the past, and give them a sense of

the order of things to come. In other words, tell them that you

intend to give them some information about the job, the organiza-

tion, and so on. Then tell them you will verify the data that they

have provided you, explore areas of skill, and give them the chance

to ask any final questions. Also, let candidates know that you will

be taking notes during the interview so that you won’t forget impor-

tant points they will make.

The second step in a skill-based interview is to communicate

essential information. Take five minutes or so to tell the candidate

about the job, the organization, and the instructor performance sys-

tem, including the standards of performance for instructors. Remem-

ber, the focus of the interview should be on the interviewee, not the

interviewer. If, as the interview progresses, you want to add more infor-

mation or you are convinced that you have an outstanding candidate
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and want to sell the person the job, do your informing and additional

selling at the close. The beginning of the interview is intended to cre-

ate a comfortable climate and communicate essential information.

The third step is to verify the candidate’s knowledge, qualifica-

tions, and experiences. Let candidates know that you’ve selected

them to interview because of their apparent strengths in these areas.

Then recap each area and ask candidates whether your recap is

accurate and if there is any additional information they would like

to give you with regard to these areas. Make a note of any 

additional information you receive, and then move into the skills

portion of the interview.

The fourth step is to collect evidence of skill. Let candidates

know what you’re going to do, then do what you’ve said you will do.

In other words, give them an idea of what’s coming. You don’t need

to go overboard on this, however. For example, if you are going to ask

candidates how they organized and planned for the interview, simply

ask them. Also make notes of candidates’ responses and thank them

for their responses. It is important to document candidate responses,

as this documentation will enable you to recall who said what and

help you to make and support your decisions. It may take some prac-

tice to document responses as you conduct the interview, but over

time you will develop this important interviewing skill.

A good way to begin the skill portion of the interview is to ask

candidates to briefly describe their interest in the job. We often

close interviews by asking a slight variation of that question, such

as “Now that you have a good idea of the job, how would you assess

your interest in it?” Starting out by asking about a candidate’s inter-

est does several things. It starts candidates talking, allows them 

to express their level of interest, and begins the interview with rel-

ative ease. It also enables you to verify whether the candidate has a

realistic sense of the job and gives you the opportunity to correct

any unrealistic impressions. It also enables you to begin noting

characteristics, such as enthusiasm, energy, lethargy, and so on.

We usually follow this opening question about interest by ask-

ing candidates what they did to plan and organize for the interview,
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and we note their responses. We generally sequence the rest of the

interview by building toward what we perceive to be the most dif-

ficult or uncomfortable exercises. For example, we generally put

such areas as handling problems and analytical skills toward the end

of the interview. How you sequence your interview will depend on

your own level of comfort and, to some extent, your experience.

Regardless of how you sequence your interview, it is important to

use the exact same examples and exercises in each interview. The

reason for this is that you will eventually be comparing candidate

responses. Consequently, you must not alter the scenarios you

depict. If you do, you will not be conducting a fair interview, and

you will have no equitable means of comparing candidate

responses. Before you leave the skills portion of the interview, ask

candidates whether there is any other important information you

should know about their skills and record the additional data.

The fifth part of the skill-based selection process is to assess

characteristics. Throughout the interview, note evidence of char-

acteristics as you observe them. If, at the end of the interview, you

recognize that you lack evidence of certain characteristics, simply

ask the candidate to assess these characteristics in him- or herself

and provide instances when he or she demonstrated them in previ-

ous work. Alternatively, you could ask candidates to rate themselves

on a high-to-low scale relative to each characteristic required or

desired. A third option is for you to state each characteristic and its

opposite and ask candidates to tell you which one best characterizes

them. For example, if you are looking for someone who is a good

team player, ask candidates if they prefer working with a group or

going it alone. By the end of the interview, you should be confident

that you have enough information to judge whether a candidate

possesses the characteristics required and desired.

The final step in the interview is to end it. At the close of the

interview, ask candidates what questions or comments they might

have. At this point you can also tell interviewees whether you per-

ceive them to be strong candidates for the job. If you do, you can

simply say, “While I still have interviews to conduct, I want you to
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know that you are a strong candidate for the job, and I want to

thank you for being here.” If you do not, you can say, “I would like

you to know that I have interviewed other candidates whose skills

are stronger for this particular job. I’m telling you now because I

don’t want you to have to wait around wondering whether you have

the job. I’d like to thank you for being here.” This feedback should

only be provided after you have conducted a few interviews. 

Nevertheless, it is extremely valuable because it does let people

walk away with some sense of how you view their candidacy. In 

my experience, interviewees who are considered strong candi-

dates appreciate knowing that, and those who are not serious con-

tenders appreciate not having to wait weeks on end wondering

whether they’re going to get the job.

While most candidates do appreciate this candor, some will ask

for reasons why they are not considered strong candidates, and you

should be comfortable responding to such inquiries. If you are not

comfortable providing such feedback at the end of the interview, we

suggest that you do not volunteer how you view the candidate until

such time as you strengthen your confidence and skill in this area.

If you are asked for this information, simply tell the candidate you

will be glad to provide the information. Go through your notes and

match the data you’ve collected against the requirements of the job.

Then provide the information requested.

Another thing to do at the end of the interview is to ask those

candidates whom you view as strong contenders to assess their

interest in the job now that they have completed the interview.

This provides one final piece of data that is sometimes useful in

making the selection decision, especially if several candidates are

more or less equally qualified.

End the interview by letting strong candidates for the job know

when you will make your decision and by letting all candidates

know when they can expect to hear from you. If you have not

already done so, thank them for participating in the interview.

There may be times when you will make your selection decision

during an interview. This can occur when you have fewer candidates
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than openings and the candidate clearly meets the requirements 

of the job, as evidenced by the pre-interview analysis and the infor-

mation you gathered during the interview. In these instances, you

may want to sell the candidate on the job. To do this, take a quick

break and ask the candidate to take a few moments to think about

the job. Use the time to collect your thoughts and plan how you will

offer the job to the candidate. When you reconvene, let the candi-

date know why you think he or she would be a terrific instructor by

reviewing the high level of skill, knowledge, qualifications, and so

on that you have observed. Close by asking the candidate to accept

the job.

At the end of each interview, give yourself some time to 

complete your notes and ensure that you can read and understand

what you have written. Once you have conducted all your interviews,

you will be prepared to complete the instructor selection form.

Post-Interview Actions

Following completion of each interview, use your instructor selec-

tion form (Exhibit 3.1) to verify or modify your rating of each can-

didate’s knowledge, qualifications, and experiences and record your

judgment of his or her skills and characteristics, using the same

high-to-low scale you used earlier. Once you have completed the

instructor selection form, making the actual selection should be a

fairly straightforward task. Simply select the candidate who 

possesses the highest ratings in required areas of skill, knowledge,

qualifications, and so on. If several candidates appear equal, then

examine the desired requirements and use the judgments you made

in these areas to make your decision. If you still have several equal

candidates, then take a look at the expressed interest of the candi-

dates and note any differences in their desire to move into the

instructor’s job. If you still view your candidates as equal, cover their

names on the selection form, ask some of your peers or other

instructors whom they would select, and base your decision on

these additional judgments.
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When you have made your selection, let the candidate you

selected know that you felt he or she was the best of the best and

clearly capable of becoming an excellent instructor. Let the candi-

date know each job requirement on which he or she was judged to

be highly qualified and explain how this will contribute to excel-

lence as an instructor. Say how pleased you are that the candidate

is joining your organization. When you meet, in person, let the

selected candidate know of any requirements you want to see

strengthened or developed. In other words, don’t ignore the skills,

knowledge, qualifications, and so on that you suspect require devel-

opment. Most people, when selected for new assignments, are

thrilled they were selected and appreciate knowing what areas they

can improve upon. Frankly, they will probably be knocked out by

your candor and sincere desire to see them be successful. (This area

will be explored further in Chapter 14.)

Let those candidates who were not selected know that you have

selected someone else and be prepared to let them know why they

were not selected. Your selection and interview forms (Exhibits 3.1

and 3.2) will serve as aids to provide candidates with post-interview

feedback, as required.

Finally, complete any required documentation, taking care to

comply with company practices and any legal requirements, such as

affirmative action.

Once you have completed the instructor selection process, you

will possess a tool you can use successfully for years to come. A good

selection process is an integral component of a complete instructor

performance system, for it ensures that instructors have the skills,

knowledge, qualifications, experiences, and characteristics required

to do the job.
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4

COMMUNICATING EXPECTATIONS

FOR INSTRUCTOR PERFORMANCE

Instructors will perform with excellence if they

know what is expected of them.

This chapter introduces the concept of performance standards,

shows how performance standards serve to communicate expecta-

tions, and links the standards to the instructor’s job. People will per-

form as desired if they know what is expected of them, but many

people work in organizations in which expectations are not known

or not clearly communicated. When this happens, people are

unlikely to produce the desired results. Whenever you hear someone

say, “Oh, I didn’t know you expected me to do that” or “You never

told me you wanted that done,” you have a performance problem.

When people don’t know what is expected of them, they often

spend their time pursuing activities that are not expected (and there-

fore not valued). For example, we recently observed an employee

spend countless hours and a significant amount of money developing

a set of management systems to improve an organization’s ability to

report financial data. Unfortunately, senior management was quite

content with the current method and had no interest in developing

a new system. In fact, they were quite annoyed when they discovered

how much time and money had gone into the development of the

new system. Not only was the employee’s work not valued, but 

the time and money were simply lost.

When performance expectations are not clearly defined and com-

municated, people lose sight of what’s important. A well-defined and

clearly communicated set of performance expectations lets people
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know what accomplishments are important and consequently helps

them focus their time and energies on such accomplishments.

Performance expectations can be communicated through a num-

ber of vehicles. Management by objectives and target setting are two

common examples. Less common (but very effective) are performance

standards. Performance standards state minimal levels of acceptable

performance, while objectives and targets state desired accomplish-

ments. Standards let people know what is expected of them by defin-

ing desirable, observable, and measurable behaviors for each job.

Performance standards also define the consistency with which the

behavior is expected. For example, the word “consistently” is used here

to denote behavior that is expected at least 90 percent of the time the

opportunity to demonstrate the standard presents itself. Similarly, the

word “generally” is used to denote behavior that is expected at least 75

percent of the time, and “occasionally” is used when performance is

expected to occur at least 50 percent of the time.

We purposefully avoid using the words “always” and “never,”

which are often found in lists of performance standards. In our

experience, no performance is required to always occur or never

occur, unless a person’s safety is affected or large amounts of money

will be lost. Remember, performance standards are statements of

minimal, not maximum, levels of acceptable performance.

Of the three primary forms of communicating expectations,

performance standards are the most difficult to develop. However,

unlike objectives and targets, which are usually developed annually,

performance standards enjoy a long life span. They are generally

developed once and reviewed periodically; consequently, they are

the perfect means to communicate expectations for the job of

instructor, which does not change frequently.

The sixty performance standards in Exhibit 4.1 have been intro-

duced to dozens, if not hundreds, of organizations across North 

America, Europe, Asia, and other parts of the world. They have been

adapted by a wide range of industries, from airlines and automobiles

to fast food and telecommunications. It is possible that the standards

will fit your company precisely. The vast majority of companies make

fewer than four changes, and many make none.

56 Instructor  Exce l lence



Exhibit 4.1. Performance Standards 

for Instructors

The following definitions are used:

Consistently: at least 90 percent of the time

Generally: at least 75 percent of the time

Occasionally: at least 50 percent of the time

Part One: Preparing to Instruct

Preparation

1. Instructor consistently completes preparation activities in

time to meet class schedules.

2. Instructor consistently reviews course content, including

course objectives, prior to start of each class.

3. Instructor consistently prepares or reviews training outline or

plan to meet course objectives.

4. Instructor consistently ensures that required training equip-

ment and training aids are set up in advance and are in proper

working order.

5. Instructor consistently ensures that facilities are set up appro-

priately and checks environmental factors, safety, and room

arrangement, to the extent possible.

6. Instructor consistently ensures that required training materi-

als are available in time to meet class schedules.

7. Instructor consistently ensures that required supplies are set in

place in time to meet class schedules.

8. Instructor consistently ensures that all pre-course material has

been distributed in time to meet class schedules.
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9. Instructor consistently reviews trainee roster to determine

trainee skill and knowledge levels and ensure that any prereq-

uisites have been met.

10. Instructor generally reviews previous course evaluations (as

available) and other relevant data in order to strengthen own

performance.

Part Two: Instructing the Class

Gaining Participation

11. Instructor generally encourages participation.

12. Instructor is consistently accessible to participants during

class and immediately before and after class.

13. Instructor generally refers to participants by name.

14. Instructor generally uses positive reinforcement techniques.

15. Instructor generally reacts appropriately to both minimal and

overt cues.

16. Instructor generally puts participants at ease.

17. Instructor consistently maintains control of classroom 

situation.

18. Instructor generally uses participants as resources.

19. Instructor consistently uses nondiscriminatory language and

treats participants in an unbiased way.

20. Instructor generally handles classroom problems in an appro-

priate manner.

21. Instructor occasionally turns negative classroom situations

into positive learning experiences.
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Platform Skills

22. Instructor generally manages own nervousness so as not to

detract from learning.

23. Instructor generally maintains equal eye contact with trainees.

24. Instructor generally uses natural and non-distracting gestures

and movements.

25. Instructor consistently speaks in a clear and audible voice,

with a variety of inflections.

26. Instructor generally uses the instructor’s guide and other train-

ing material as a guide and not a script.

27. Instructor generally demonstrates a positive attitude toward

the subject matter.

28. Instructor consistently uses words that participants understand.

Content and Sequencing

29. Instructor consistently reviews the logistics of the course at

the start of each class.

30. Instructor consistently provides content and procedure

overviews at the start of each major lesson.

31. Instructor consistently provides course and lesson objectives.

32. Instructor generally provides summaries and transitions.

33. Instructor consistently provides clear and concise instructions

on tests, exercises, and other activities.

34. Instructor generally adheres to a specified schedule.

35. Instructor consistently presents all material accurately, as

detailed in the instructor’s guide and related materials.

36. Instructor generally presents all material thoroughly, as out-

lined in the instructor’s guide.
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37. Instructor generally presents all material in proper sequence,

as outlined in the instructor’s guide.

38. Instructor is generally able to demonstrate flexibility by devi-

ating from course outline and schedule when necessary.

Questioning Techniques

39. Instructor generally provides opportunities for questions and

reviews.

40. Instructor generally uses open questions to solicit response

from participants.

41. Instructor generally uses closed questions to end discussions.

42. Instructor occasionally uses questions to test for knowledge,

skills, and attitudes.

43. Instructor consistently provides correct and concise answers

to questions asked by participants.

44. Instructor, when unable to answer questions asked, generally

researches answers and reports results back to participants.

45. Instructor generally answers questions non-defensively.

46. Instructor occasionally refers questions back to participants.

47. Instructor occasionally guides participants to reach answers

themselves.

48. Instructor generally handles irrelevant questions appropriately.

Training Aids

49. Instructor generally uses training aids so that they add to the

learning experience.

50. Instructor generally demonstrates proficiency in using 

training aids.
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51. Instructor generally performs minor maintenance or adjust-

ments on training aids, as required.

52. Instructor generally uses alternative training aids, as necessary.

53. Instructor consistently follows specified safety practices in

using training aids.

54. Instructor consistently follows prescribed instructions in 

caring for training aids.

Part Three: Evaluation Instruction

Participant Evaluation

55. Instructor consistently evaluates participant performance.

56. Instructor consistently provides feedback to participants, as

required.

Course Evaluation

57. Instructor consistently reviews course feedback on all evalua-

tions and takes appropriate action.

58. Instructor consistently refers items likely to require action to

the appropriate group or individual.

Instructor Evaluation

59. Instructor consistently reviews feedback to instructor and

takes appropriate action.

60. Instructor consistently evaluates own performance and takes

appropriate action.
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Performance standards are the ideal vehicle to communicate

what is expected of instructors in preparing to instruct, instructing,

and evaluating instruction. You can expect these roles and the

related performance standards to have a long life. This is not true of

other instructor roles, such as updating course material, managing

administrative and special projects, and initiating and carrying out

professional development, which are apt to vary widely from year

to year. When roles are likely to change, setting annual targets or

objectives is a more efficient means to communicate expectations.

How to Adapt the Standards 

to Your Organization

The key to successfully adapting the performance standards to your

organization rests in gaining the agreement of key personnel,

namely, your boss, peers, and subordinates, depending on the nature

of your respective roles. Don’t announce that you are going to

implement the standards listed in this book. Instead, gain agree-

ment to implement the standards. By following the steps given

below, you can easily adapt the performance standards whether you

are a one-person training department or a large team of training

professionals.

Step 1. Read through the performance standards and reach

agreement on a common understanding of what is meant by 

each one. Chapters 5 through 11 will help you carry out this task.

Step 2. If there is disagreement as to a definition, set the stan-

dard aside and focus on those standards for which there is common

agreement.

Step 3. If you come across a standard that does not apply to your

organization, agree to eliminate it or adapt it to fit your situation.

Step 4. If there are performance standards missing from this list

that are unique or important, add them under the appropriate head-

ings and reach common agreement on their definition.

Step 5. Now is the time to come to agreement on those stan-

dards for which agreement was not reached earlier. This is generally
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more easily done than you might expect. By now, the vast majority

of your work is complete, and, given that all of the work done prior

to this step has been based on agreement, it is likely that these areas

of disagreement will be resolved satisfactorily.

Step 6. Gain the commitment of your boss, peers, and subordi-

nates, as appropriate, to make the implementation of these stan-

dards successful and to develop a plan to use the standards to

monitor and evaluate instructor performance.

Gaining agreement is the key to successful implementation of

the instructor performance standards. Once you have reached

agreement, you will possess another valuable tool, one that lets

instructors clearly know what is expected of them.

Performance standards are the backbone of instructor excel-

lence. The next seven chapters define each of the sixty standards of

performance for instructors. They are intended to help you bring

this critical component of the instructor performance system to life.
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5

BEING A WELL-PREPARED

INSTRUCTOR

Instructors will perform with excellence if they are

well prepared.

This chapter defines the classroom preparation standards. These are

the standards that communicate to instructors what they are

expected to do in preparing to teach a training course.

Instructors will perform with excellence if they are well pre-

pared. This isn’t very surprising. Most people perform best when

they are well prepared. When people are ill prepared, the likelihood

of attaining desired performance results and meeting performance

objectives is greatly diminished. Being ill prepared results in class-

room problems and weakens the instructor’s credibility. Ten perfor-

mance standards will help you become a well-prepared instructor,

and we will look at each of these in detail.

Performance Standard 1: Instructor Consistently

Completes Preparation Activities in Time to

Meet Class Schedules

This standard means that when you walk into the classroom you are

ready to begin instructing; in other words, there is nothing for

which you are unprepared. The remaining preparation standards (2

through 10) cover the primary steps you need to take to be pre-

pared, including what to review, what to set up, and what to have

available. There may be other steps you need to take, depending on

whether you are a traveling instructor, on the nature of the course
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you teach, and on the culture of your organization. These additional

items are generally detailed in your instructor’s guide or training

materials.

By meeting this standard, you can focus your attention where it

belongs, on the participants. Meeting this performance standard is

much like being prepared to host a fancy dinner party. In advance

of the arriving guests, you have taken care of every conceivable

detail. The food is prepared, the table set, the candles lit, the room

decorated, and so forth. Having attended to these details, you are

now ready to focus your attention on your guests. Instructors will

perform with excellence if they consistently complete preparation

activities in time to meet class schedules. The instructor prepara-

tion checklist in Exhibit 5.1 should help you meet this standard.

Performance Standard 2: Instructor Consistently

Reviews Course Content, Including Course

Objectives, Prior to Start of Each Class

Simply put, this standard means that you prepare yourself in such a

way that you have a solid grasp of the content and concepts of the

course you are going to teach. There is a wonderful saying in Alice

in Wonderland: “If you don’t know where you’re going, any road will

take you there.” In the classroom, it matters where you are going;

consequently, it matters which road you take. By reviewing course

content, you become a knowledgeable and ultimately credible guide

on the road to learning.

One of the major fears of new instructors is that they won’t be

credible. Being prepared is this fear’s antidote. Practically speaking,

boning up on course content just prior to teaching the course

increases both your level of knowledge and your comfort. Meeting

this performance standard is akin to reading a recipe for something

you want to cook. The first time you try the recipe, you probably

refer to it constantly and follow it step by step. After successfully

preparing the dish several times, you probably only glance at the

instructions. However, if you ignore the recipe altogether, you

increase the likelihood of a poor end result.
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Exhibit 5.1. Instructor Preparation Checklist

□ Course content and objectives reviewed.

□ Training outline or plan to meet course objectives devel-

oped or reviewed.

□ Equipment and training aids set up and in working order.

□ Facilities set up and checked out.

□ Room arranged as planned.

□ Training materials available (participant materials, hand-

outs, and so on).

□ Supplies available (pencils, pads, and so on).

□ Pre-course material distributed.

□ Trainee roster reviewed.

□ Previous course evaluations reviewed.

□ Other (please specify)

□

□

□



Performance Standard 3: Instructor Consistently

Prepares or Reviews Training Outline or Plan 

to Meet Course Objectives

Basically, this standard asks instructors to know where they are

going and what path they will take to get there. Nothing in the

classroom is more important than doing what is necessary to enable

participants to meet course objectives; consequently, this is a stan-

dard instructors should consistently meet. Training objectives let

instructors know where they are going, and training outlines or les-

son plans let them know how they will get there. If no plan exists,

you need to create one; if one does exist—it will usually be found 

in your instructor’s guide or notes—it is logical that reviewing the

plan will help to ensure that course objectives will be met. A cou-

ple of tools that help instructors to prepare include highlighter pens,

which can be used to note major points to cover, and index or note

cards, which can be used to detail material that is complicated or

extremely important to cover exactly.

Meeting this standard is similar to reviewing a road map before

heading out of town to drive to the home of a new friend. The map

will increase the likelihood that you reach your destination efficiently.

Performance Standard 4: Instructor Consistently

Ensures That Required Training Equipment 

and Training Aids Are Set Up in Advance 

and Are in Proper Working Order

Training equipment and training aids must be set up in advance and

checked to ensure that they are in good working order. They can

help participants to meet objectives, but if they are out of order,

they are virtually useless and can even have a negative effect on

participant learning.

A great many kinds of equipment and aids are used in training

today. Training aids that are commonly used in the classroom

include overhead projectors, slide projectors, computers, video cam-

eras, monitors and playback units, blackboards, easels, and flip charts.
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While most equipment comes with instructions, you can’t depend

on having easy access to those instructions. Moreover, because of the

wide variety of available equipment (there may be dozens of video

playback units, each with a slightly different mode of operation), you

really do need to set up and check out the operation of these items

in advance. The time spent in preparation can save many classroom

headaches. A simple step like securing a spare projector bulb or

checking what’s recorded on a videotape can prevent a classroom

disaster. If you know anyone who has ever bought a car without

checking it out and ended up with a lemon, then you’ll appreciate

why you do not want to create a “training lemon.” If you are a trav-

eling instructor and someone else actually sets up the classroom,

confirm in advance that this standard will be taken care of for you.

If you are an instructor who will be using electronically medi-

ated instruction, be sure to rehearse using it before the first course

delivery. Nothing makes instructors look less credible than not

knowing how to use the technology support given to them. Partic-

ipants expect that instructors will demonstrate ease in handling the

technology and not appear to be confused by it. Make sure you

understand how the technology works before using it—and be clear

what you must do and what others will take care of. Line up the

technical support numbers before the first delivery, too, so that any

unexpected technical problems that arise during instruction can be

solved quickly. Announce that technical support number to session

participants, too, so that they know what to do if they are unable to

access the technology or else lose it during the session.

Performance Standard 5: Instructor Consistently

Ensures That Facilities Are Set Up Appropriately

and Checks Environmental Factors, Safety, and

Room Arrangement, to the Extent Possible

This standard refers to the room you will use to conduct training

and everything that affects the comfort of the room, such as light-

ing, temperature, appearance, safety, and room arrangement. What
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it says is that you are responsible, to the extent possible, for con-

trolling these variables so that they support learning rather than

detract from it. Even if someone else does the actual setup, the

instructor is ultimately responsible for the arrangement and com-

fort of the room. So if you are a traveling instructor, it’s a good idea

to confirm that these items will be taken care of for you.

Adequate lighting, comfortable temperatures, and clean, tidy

classrooms support learning. A safe environment and appropriate

room arrangements do the same thing. Out of whack, any of these

factors can devastate the learning experience. Can you recall falling

asleep during a movie because it was too hot or missing the action

at a sporting event because you were trying to keep from freezing?

When people worry about their comfort and safety, they tend to

find it very difficult to focus on anything else.

Instructors who rely on electronic media should also double

check to ensure that participants have been notified of any special

requirements—such as type of browser that may have to be used on

a personal computer, contact numbers for any conference calls that

may need to be made, and information about who to contact and

how to contact technical support.

There are four common types of classroom arrangement: the U

shape, the classroom, the circle, and the theater. Generally, the

arrangement most conducive to learning is the U shape, which

looks like this:

The U shape is ideal for small to medium-sized groups because

it enables participants to see one another. Another popular style is
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simply referred to as the “classroom.” This is a variation of the old

schoolroom setup and is also suitable for small to medium-sized

groups. The traditional classroom style calls for seating people at

tables and looks like this:

A variation of this approach is often used for technology class-

rooms. The instructor stands at the front of the room, and each

participant sits in front of a computer terminal. The instructor pro-

jects an image on the wall at the front of the room. Participants

have an identical image presented on the computer screens at 

the terminals in front of them. The display makes it easy for the

instructor to discuss the screen image with all participants at 

the same time.

For small groups, where intimacy is important to achieving

objectives, a circle or semicircle is a good setup. For large groups,

the theater style (row after row of chairs facing the instructor) is

probably the best arrangement. Practically speaking, the room

arrangement you choose will be based on your course objectives,

the number of participants, the type of training you are conducting,

and the availability of training space within your facility.

By ensuring that your facilities are set up appropriately, you

enable people to focus their attention on what is important about

being in the classroom. In other words, by consistently meeting this

standard, you are helping people learn and successfully meet the

course objectives.
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Performance Standard 6: Instructor Consistently

Ensures That Required Training Materials Are

Available in Time to Meet Class Schedules

This standard means that you need to have materials ready before

the start of each class. Materials include such items as manuals,

handouts, flip charts, overhead transparencies, slides, and so forth.

As with many of the other preparation standards, the primary 

benefit of having the appropriate materials available in time to

meet class schedules is that it enables the instructor to focus on par-

ticipants rather than on materials.

When these materials are not ready, you can expect to have

some very anxious moments, at best, and a disaster or two, at worst.

Not having the appropriate classroom materials would be akin to

leading a symphony orchestra without music. While it’s possible to

create beautiful music, it’s rather unlikely.

Performance Standard 7: Instructor Consistently

Ensures That Required Supplies Are Set in 

Place in Time to Meet Class Schedules

This standard is basically the same as the preceding standard, with

the focus on supplies rather than materials. Supplies include pens,

pencils, pads of paper, markers, name tags, certificates, and so on.

Meeting this standard helps to ensure the smooth and efficient run-

ning of the program.

Inadequate or missing supplies can put a kink in the training,

from merely throwing timing off to inhibiting a participant’s ability

to meet objectives. How long do you imagine it would take a movie

audience to become restless after the projector bulb went out if

there were no spare? How long would football fans be content to

watch the game without a football? It’s hard to imagine either group

sitting still for very long. It’s just as difficult to imagine a group of

trainees, restless because of a lack of supplies, staying focused for

more than a short while.
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The same reasoning should be applied to electronically medi-

ated instruction. Be sure that all supplies are available as needed. (It

is often important to make those available in advance if you are pre-

senting on the web.) You may also need to ensure that physically

disabled participants have access to the instruction in more than

one medium to comply with government requirements and with

good management and training practices.

Performance Standard 8: Instructor Consistently

Ensures That All Pre-Course Material Has Been

Distributed in Time to Meet Class Schedules

This standard states that the instructor is responsible for ensuring that

all pre-course material, including reading assignments, project work,

and so on, is distributed in time to enable participants to complete the

pre-course work. Meeting this standard enables trainees to begin class

on an equal footing by helping to ensure that everyone enters the

training with the same information or level of knowledge. Depending

on the purpose of pre-course work, meeting this standard can also pro-

vide valuable data about participants and, on occasion, can make the

difference between meeting performance standards or falling short.

This standard is similar to ensuring that student drivers have a

copy of the latest motor vehicles booklet before taking their driving

test. When these booklets are distributed in advance, the number

of student drivers who pass their driving tests is far greater than

would otherwise be the case.

Performance Standard 9: Instructor Consistently

Reviews Trainee Roster to Determine Trainee

Skill and Knowledge Levels and Ensure That 

Any Prerequisites Have Been Met

In most instances, training is designed to be delivered to people pos-

sessing the same or similar levels of skill and knowledge. Conse-

quently, it is the responsibility of the instructor to know as much as
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possible about participants prior to beginning a class. This includes

knowing something about their level of skill and knowledge, and it

includes knowing whether prerequisites have been met.

The most common means of ensuring that participants possess

the required skills and knowledge is to check that they have suc-

cessfully completed specific prerequisites, which can include certain

courses, experiences, jobs, tests, and so on. In the absence of such

information, instructors can often meet this standard by speaking

to participants and/or their bosses, peers, or training coordinators in

advance of the training. They can then use these discussions to

make judgments about each participant’s skill and knowledge lev-

els. In some instances, instructors already know participants and, as

a result, can use their own experience to make these judgments.

It is a good idea to send emails in advance to participants to

greet them and ask whether they have any questions about the pro-

gram before it is delivered. This approach may also build participant

interest. While it is also possible to use needs assessment question-

naires attached to emails, the response rates on such questionnaires

are usually not very good.

By knowing in advance the skill and knowledge levels of par-

ticipants, the instructor can better gauge who may require addi-

tional help and who can be called on to act as a resource or, in some

cases, expert. This information can also help instructors determine

how deeply to delve into certain material and how best to pace 

the course. In meeting this standard, the instructor acts much like

a sports coach, who reviews an athlete’s abilities and previous

accomplishments before planning that athlete’s training.

Performance Standard 10: Instructor Generally

Reviews Previous Course Evaluations (as

Available) and Other Relevant Data in Order 

to Strengthen Own Performance

This standard asks instructors to look at their own performance

prior to the start of each class and identify areas they can

strengthen. Previous course evaluations, feedback from your boss,
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and self-assessments are all good tools to use to meet this standard.

By focusing on your development just prior to delivering another

program, you will better your performance in the classroom. 

Athletes who focus on correcting problems just prior to their next

event tend to do surprisingly better than athletes who do the same

sort of critical assessment just after an event. The difference is in

the timing. It is useful to focus on correcting mistakes and strength-

ening performance when we can do something about them very

shortly (the next class).

You have just reviewed the ten performance preparation stan-

dards for instructors. Like the other performance standards for

instructors, these standards have been developed to help training

participants meet course objectives and to help you successfully

carry out your role as instructor. They let you know what you are

expected to do in preparing to instruct and guide you through your

preparation activities. The effort you put into preparing to instruct

will pay off in the classroom.
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6

GENERATING ABUNDANT

CLASSROOM PARTICIPATION

Instructors will perform with excellence if they

create abundant participation.

This chapter defines the classroom participation standards. This is

the first group of standards that communicate to instructors what

they are expected to do while instructing.

Instructors will perform with excellence if they create abun-

dant participation because the interchange between instructor and

participants brings training to life. Moreover, trainees who actively

participate tend to apply their training back in the workplace. This

isn’t too surprising. When people have the opportunity to join in,

they often become ardent supporters of the activity at hand.

Adults generally like to share their experiences. This is helpful to

other participants and allows people to pass on the wisdom 

they have gained over the years. People also like to test their

understanding of what’s being discussed. Participation allows this

to occur.

Not participating is a behavior people adopt to stay discon-

nected from a particular situation. Consequently, it is extremely

important for instructors to do what they can to encourage partici-

pation. The eleven performance standards discussed here were

developed specifically to promote abundant participation.
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Performance Standard 11: Instructor 

Generally Encourages Participation

Instructors are expected to encourage people to take an active part

in the class. By actively participating, trainees invest themselves in

the learning process and, as a result, have a high success rate in

meeting course objectives.

Creating participation also takes a burden off the instructor. In

other words, by using participants as resources, instructors not only

gain participation but also give themselves valuable time to think,

listen, learn, and (occasionally) relax.

By bringing to life the ten remaining participation standards

and by making effective use of questioning techniques (see 

Chapter 9), you will create abundant participation. There are 

occasions—such as lectures—when you do not want participation

or you want minimal participation, but as a general rule, the excel-

lent instructor creates abundant participation.

Performance Standard 12: Instructor Is

Consistently Accessible to Participants During

Class and Immediately Before and After Class

In this standard, “accessible” means two different things. First, it

means being physically accessible before, during, and after each class.

A good rule to follow is to be in the classroom and free of any tasks

from fifteen to thirty minutes before the start of each day’s session

and to remain there for the same amount of time at the end of the

session. You should also be available during break and lunch peri-

ods. Being free of tasks is key, because some participants will hold

back from approaching instructors who appear to be all wrapped up

in work. Making yourself physically accessible is important, partic-

ularly to participants who have problems they want to discuss and

to those who simply prefer to conduct their business in private. I

can think of dozens of occasions when participants have taken

advantage of a break or the time before or after class to explore an
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idea, to discuss a problem, or to share an inspiration, any one of

which can promote learning. Instructors who use electronically

mediated instructional approaches may need to make themselves

available at a certain time and place so that they may receive phone

calls or participate in instant messages.

Second, it is important to be emotionally accessible during class.

In other words, be sure your words and actions do not put people

off. Instead, they should let participants know that it is OK—or

even desirable—to approach you, to question you, and even to 

disagree with you.

We’d like to illustrate this by describing several ways an instruc-

tor can handle an argumentative or challenging participant. When-

ever a participant challenges the instructor, the first thing that

generally ensues is a dead silence. All eyes move to the instructor.

If the instructor puts the challenger down, the participants will

quickly conclude that it is not OK to challenge the instructor. They

will probably also decide that it is not OK to argue, disagree, or even

question what is being said in the classroom. Finally, they will con-

clude that the instructor is a jerk and probably decide to join forces

with the challenger. When this happens, learning suffers.

On the other hand, if the instructor responds to the challenge

positively, participants will get the message that it is OK to ask

questions, raise issues, and even challenge the instructor, and they

will probably conclude that there is something valuable to be

learned from the class. Even if the challenge is unreasonable, the

excellent instructor will not put the participant down. Instead, 

the instructor will try to go beyond the behavior to find out what is

really troubling the participant and then take some kind of con-

structive action. When participants behave unreasonably and the

instructor genuinely attempts to handle the situation positively, 

the remaining participants will conclude that the instructor is 

OK and the participant is a troublemaker. Often, in this situation,

the remaining participants will help the instructor deal with the

troublemaker.
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The point here is not to teach you how to handle a classroom

problem but rather to underline how important consistently being

accessible is to the learning process. By making yourself physically

and emotionally available to participants before, during, and after

class, you will ensure that learning takes place and that training

objectives are met.

Performance Standard 13: Instructor Generally

Refers to Participants by Name

Almost everyone agrees that using people’s names is desirable. How-

ever, many do not recognize that this behavior can threaten people

as well as reinforce their participation. Consequently, it becomes

important that instructors know the difference between using names

to gain participation and using names to threaten participants.

Let me pinpoint the difference. Most of you have participated

in training classes during which the instructor went around the

room using participants’ names to run pop quizzes. The scenario

goes something like this: “John, who is the author of the xyz theory?

Sally, what is the meaning of abc? Chris, where would one look to

find pqr?” As the instructor goes from participant to participant, first

John, then Sally, and next Chris comes to attention as his or her

name is called out. As soon as the instructor has moved on to the

next person, John, Sally, and Chris tend to stop paying attention.

Meanwhile, the other members of the class sit on pins and needles

waiting for their turns. This behavior threatens people. Referring to

people by name is intended to create participation, not scare them

half to death.

We want to look at how the use of names can increase partici-

pation rather than kill it. One way is to use names after people have

participated. For example, once John (or Sally or Chris) has partic-

ipated, say, “Thanks, John” (or Sally or Chris). This action lets

them know that you appreciate it when they comment or partici-

pate. By thanking them, you reinforce participation and avoid

being judgmental.
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Another effective use of names is to use them to refer back to

something someone said or did earlier in the class. For example, let’s

say that earlier in the day John gave a very thoughtful and accurate

answer to the xyz question. At the appropriate time, the instructor

might say something like, “Think back to what John said earlier

about the xyz theory and ask yourself what relevance his thought-

ful comments have to the discussion we are having now.” I will bet

that not only will John continue to participate but that his face will

probably light up the moment you make such a comment. Yet

another effective method of using names to create participation is

to draw on what you already know about participants. For example,

you might say something like, “Both Sally and Chris are experts in

the abc’s, and we are fortunate to have them in class today.” A

slight variation would be to say, “Sally, I know that you have 

substantial experience in the abc’s; how would you handle this 

situation?” Both examples are excellent ways of garnering partici-

pation by using names. As long as you are genuine and positive in

your reinforcement, using names in this manner is an excellent way

to create participation.

Referring to participants by name puts you and the participants

on an equal footing. Excellent instructors refer to participants by

name, except when to do so might be perceived as threatening or

offensive, as in certain cultures.

Performance Standard 14: Instructor Generally

Uses Positive Reinforcement Techniques

Basically, this standard means finding ways to reinforce people for

participating. Most often, this simply means thanking people or

acknowledging them for participating. Because positive reinforce-

ment encourages people to further participate, it increases the like-

lihood that the learner will meet training objectives.

The best and easiest way of providing positive reinforcement is

simply to thank people for participating. When a participant asks a

question, the excellent instructor will say, “Thanks for asking that
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question.” Similarly, participants should be thanked for making

comments and for responding to questions.

Unfortunately, many people have developed a habit that actu-

ally discourages participation, even though their intention is the

opposite. This is the habit of constantly using words like “excel-

lent,” “good,” and “great” in responding to participants’ comments

or questions. In fact, it often embarrasses and sometimes even

shames participants. The following scenario depicts the kind of

problem that arises from this habit.

Jerry is an instructor who strongly believes in positive 

reinforcement. He has developed a habit of saying “excellent” to

people who respond to questions, make comments, or ask questions.

During class, Mary provides a thoughtful response to a question

Jerry has asked about xyz. Jerry says “Excellent point” in response to

Mary’s comment. Mark adds his well-rounded opinion, and Jerry

says to Mark, “Excellent comment.” Jeff then asks a question, and

Jerry responds with “Excellent question” and asks whether anyone

would like to answer Jeff ’s question. Bill raises his hand and pro-

vides a confusing and rather idiotic response. Jerry starts to say

“Excellent comment” but then realizes that that is actually a fool-

ish thing to say. He knows enough not to say “Idiotic comment,”

but he doesn’t know what to do. The awkward silence that ensues

while Jerry desperately searches his brain for an appropriate

response will probably have the effect of punishing Bill and embar-

rassing both Bill and Jerry. It will also decrease participation by the

rest of the class because the message being sent is “Don’t respond

unless you are absolutely sure your response is an excellent one.”

Unless you are highly skilled in the nuances of positive rein-

forcement and can find a positive way of reinforcing confusing and

idiotic responses, stick to using a simple “thank you” as your habit-

ual response to participants. Had Jerry, in the above scenario,

thanked Bill for his viewpoint and then asked the group whether

there were any other responses, he probably would have found

someone who would have responded accurately. This action would
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most likely have diffused any embarrassment Bill experienced when

he realized his answer was wrong.

Performance Standard 15: Instructor 

Generally Reacts Appropriately to 

Both Minimal and Overt Cues

Overt cues are obvious signs of a problem or potential problem and

can include someone sleeping in the classroom, a fire alarm ringing,

or a fistfight breaking out among participants. Minimal cues, on the

other hand, are subtle signals of potential problems and include body

movements (such as the head nodding that signals someone falling

asleep), derogatory looks exchanged among participants or aimed at

the instructor, yawning, glancing at one’s watch, and so forth.

Both minimal and overt cues are signs that something is going

haywire in the classroom. The instructor is expected to identify

what’s going on and react appropriately. While overt cues are 

generally easier to spot, they are also more likely to be difficult to

handle. This is because, by the time the cue is overt, the behavior

is more likely to be a problem rather than a potential problem. 

Consequently, instructors who attune themselves to spotting and

handling minimal cues will avoid having to deal with many difficult

classroom problems.

The only way to spot minimal cues is to pay attention to what is

going on in the classroom. The most effective way to do this is to 

use good eye contact. Good eye contact will enable you to spot any-

one who nods off, which allows you to take appropriate action before 

the person actually falls asleep. Good eye contact will also help you

see the yawners, the glarers, the squirmers, and so on. Once you have

identified the cues, you can then take appropriate action, which will

vary depending on the cue. For example, if you spot someone nod-

ding off, appropriate action would be to bring the person into the

discussion without embarrassing or putting him or her down. There

are several steps you might take to do this. Let’s look at four.
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First, move in the direction of the participant and see whether

your nearness or the increased volume of your voice gains the 

participant’s attention. If it doesn’t, ask a series of open-ended ques-

tions, the purpose of which is to get the nodder to answer one of

them. As you ask each question, narrow down the group of people

to whom you are directing the question. For example, first direct an

open-ended question to the group as a whole. After you receive a

response, turn to another part of the room (which includes your

nodder) and ask another open-ended question, addressing it to “this

part of the room.” Continue this narrowing-down process in hopes

of gaining the nodder’s participation. Do not direct questions specif-

ically to the nodder because that will cause embarrassment and may

alienate the rest of the class.

If this narrowing-down process does not gain the nodder’s par-

ticipation, try a third path. This time, encourage the nodder, whom

we’ll call Alan, by using his name to refer back to something he said

or did earlier. For example, you might say “Think back to what

Alan said this morning. Who can apply what he said to the discus-

sion at hand?” Another example would be to say something like

“Both Alan and Mark work in sales; perhaps one of them will tell

us how the sales department makes use of this process.” Note that

in both of these examples, Alan’s name is used at the outset of the

statement or question, not at the end. This is done on purpose so

that Alan has the opportunity to hear his name, shake the cobwebs

out of his head, and listen to the rest of the statement or question.

By then, he may be able to make an adequate comment or response.

A fourth alternative is to call a “stretch” break and give everyone,

especially the nodder, the opportunity to come to life.

Taking such steps will generally gain the participation of the

nodders. Occasionally, nothing you do will make a difference, and

you find the nodder is now a snorer. In other words, a minimal cue

has become an overt cue. While handling minimal cues requires

having a wide range of approaches at your disposal, the way to han-

dle an overt cue is generally obvious. For example, if a fire breaks

out, it must be put out; if a person’s safety is threatened, the threat
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needs to be removed. If Alan has become a snorer, it is appropriate

to call a break and find out from him what can be done to gain his

participation.

When instructors react appropriately to overt cues, but the

problems persist, the participants must still be dealt with. The han-

dling of classroom problems in an appropriate manner is addressed

in more detail under performance standard 20. Reacting appropri-

ately to minimal and overt cues will garner at least adequate (and

usually abundant) participation. The excellent instructor will

develop a grab bag of skills that can be used to react appropriately

to cues. Because of the high skill level required to successfully meet

this standard, it is expected generally rather than consistently.

It is also important to take culture into account. With the

advent of widespread global training, cross-cultural presentations

are increasing in frequency. Wise instructors will enlist a cultural

informant to brief them on any “do’s” and “don’ts” appropriate to

the culture.

For example, walking right up to a Korean participant in the mid-

dle of a large group presentation and asking a question to him or her

is a guaranteed way to fail—for the simple reason that Koreans do not

relish being surprised in front of large groups. While such an approach

might work or even be desirable in other cultures, there are those in

which such direct appeals to audience participation will fail. When

in doubt, instructors should ask cultural informants in advance about

what approaches will—and will not—work with a given group.

Limited research has been done on how different cultures inter-

act with electronically mediated instruction as well. While it is

almost a truism to state that “more interactivity is better” when

delivering with electronic media, that statement can have many

interpretations. What is interactive for one culture is not so for oth-

ers. A good idea is to identify cultural informants from targeted par-

ticipants and ask them first about various approaches, why they are

being used, what results are expected or desired from them, and

then pose specific questions to see whether the informants believe

that such approaches will “work.”
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William Rothwell was asked to conduct a train-the-trainer ses-

sion in China. While workers in multinational companies in China

are familiar with Western-style experiential learning methods, tra-

ditional college students are not. Teaching MBA students of about

22 years of age, Rothwell found that they simply could not master

the simple notion of eye contact. They gazed at the ceiling, the floor,

and out the window at the side of the classroom. But they refused to

look at each other. Wondering how money might change the situa-

tion, Rothwell stood at the back of the classroom and said that he

would flash 100RMB (about $12) at some time during each talk. If

a student saw it, Rothwell promised to give it to him. This simple

exercise failed. Of sixty-nine students, only four were able to see a

100RMB note flashed by Rothwell at the back of the class. That is

indicative of just how poor the eye contact was. Exasperated, 

Rothwell had to stand behind each speaker, place an arm over the

individual’s shoulder, and direct eye contact very specifically during

the talks to teach how to use eye contact. The moral to the story is

that cultural differences do play a big part in teaching instruction—

as well as in learning about it and demonstrating it.

Performance Standard 16: Instructor 

Generally Puts Participants at Ease

An instructor can take many actions to put participants at ease.

First and foremost, instructors who adhere to all the other partici-

pation standards will generally meet this standard. Putting people

at ease is quite simple if you think of participants as guests. If you

were at home, the first thing you would do upon the arrival of guests

would be to greet them. So greet participants when they enter the

classroom. Walk up to them, shake their hands (if appropriate), and

tell them you’re happy to have them in your course. You will put

them at ease instantly. Imagine how comfortable guests you invited

to your home would be if you didn’t say a word to them until 

they were all seated at the dinner table. Most would probably 

leave before dinner even began. Another thing you can do in the
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classroom is check periodically to make sure participants have

everything they need to be comfortable. This may be uncommon

behavior in the classroom, but it surely is not difficult. And it often

helps to reduce stage fright of instructors to do this, since it makes

instructors feel that they are speaking to individuals rather than to

a huge, faceless “group.”

You can also put people at ease if you let them know that you

will do your best to help them meet objectives and enjoy the course,

that what they do and say in the classroom will stay in the class-

room, and that if they actively participate they will find the experi-

ence to be one of real value. Obviously, such statements must be

true if you expect to be credible. Honest statements like these will

reduce the tension that many participants feel when they walk into

a classroom. To put people at ease, you have to let them know that

adult learning can be vastly different from their schoolroom expe-

riences as a child. Putting people at ease is an area in which you can

have a quick and remarkably positive impact on learning.

Performance Standard 17: Instructor

Consistently Maintains Control of 

Classroom Situation

Control, as the word is used here, does not mean that instructors

lead all discussions, demonstrations, and role-playing activities. Nor

does it imply that instructors necessarily play any part in these sit-

uations other than being aware of what is going on and ensuring

that the situations support learning and do not get out of hand. For

example, if role playing is scheduled to last for fifteen minutes and

spending additional time on it is likely to interfere with the day’s

training objectives, the instructor should ensure that participants

know how much time they have remaining before they must end

the role-playing session. If necessary, the instructor should see to it

that they are cut off when the time is up.

Another example of maintaining control is to ensure that 

certain standards are adhered to. A typical scenario might look

Generat ing  Abundant  C lassroom Part ic ipat ion 89



something like this. The group has just completed a rigorous role-

playing session on problem solving. You are going over the session

with the participants and notice that some of the comments being

made are rather critical of one particular participant. You notice

also that this person appears somewhat shaky. Controlling the situ-

ation in this instance means stopping the comments before they get

out of hand and hurt anyone. This can generally be done with ease.

Sometimes it requires using humor; at other times it requires using

effective questioning techniques. Again, the key is not to be in con-

stant charge but to know what is going on and to take action only

when necessary.

By keeping training objectives uppermost in your mind and the

minds of participants and by protecting participants’ self-esteem,

you increase both the likelihood of participation and the likelihood

that participants will meet course objectives. Participants who

know that you are looking out for their welfare are likely to partic-

ipate actively. If they sense that things are out of control, they will

protect themselves by quickly withdrawing their participation.

Performance Standard 18: Instructor Generally

Uses Participants as Resources

This standard essentially means that the instructor is expected to

call upon participants to provide answers, make key points, share

experiences, and so on, even when the instructor is perfectly capa-

ble of doing so. By using participants in this way, the instructor will

create participation. The instructor who makes every point, pro-

vides every answer, and harps on his or her own experiences 

will have a tough time gaining participation. In addition, by using

participants as resources, you give yourself some valuable time to

think, learn, listen, and even relax. On occasion, having that kind

of time can be a tremendous asset. Let us supply several examples.

For three sessions in a row, George had conducted a twenty-

minute lecture on student learning. It was tough saying all there was

to say on the subject in such a short time, and in some respects he
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was pleased with himself that he was able to stay on schedule. How-

ever, he was also nagged by the fact that seldom did anyone ask a

question; moreover, when he conducted a pop quiz on the subject,

the results were poor. In his fourth session, he decided to begin by

inviting participants to describe their own learning experiences as

students. He didn’t have to ask a second question. After twenty

minutes, he conducted another pop quiz. This time the results were

exactly as desired.

Cassandra was worried about teaching another safety course.

She thought students found the subject matter boring, and she con-

cluded that as a result they were much more unruly than in most

other classes. On this particular day, she was experiencing some

trouble with a series of very pointed questions asked by participants.

Someone finally said, “Why do we spend our time here? It seems

like such a waste.” Cassandra flinched; this was the question she

had hoped no one would ask. She felt a bead of sweat on her brow

and started to feel confused. Just then, she stopped and quietly

asked, “Who would like to comment on that?” It seemed as if an

eternity passed before Tim raised his hand and went on to describe

an experience that cut straight through to why people needed to be

there. The person who made the original comment said, “Thanks,

Tim, I guess you’re right.” At that moment, Cassandra realized that

she did not need to answer every question or make every point. She

instantly became a better instructor.

Effective questioning techniques are probably the best tools the

instructor has to encourage people to act as resources. Open-ended

questions such as “How do you feel about what was just said?” or

“What comments would you like to make?” are excellent for getting

people to act as resources. (Questioning techniques will be covered

in Chapter 9.)

In recent years, many instructors are experimenting with vari-

ous techniques to enliven participation. Many approaches exist to

enliven group instruction (see, for instance, Silberman, 1999, 2005;

Van Gundy, 1988). These also include drawing on dramatic

approaches in which classes become a counterpart for theater
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(George, Schwager, & Canavan, 2000; Yorton, 2003). Other

instructors are experimenting with the impact of music on group

training (Millbower, 2004), art on group training (Legum, 2004),

and interactive online techniques (Kirk, 2001; Norton, 2001;

Piskurich, 2004). Similar approaches are also used to enhance 

participant retention (Myers, 2003). Increasing participation can

include mixing media (Torrence, 1994).

Performance Standard 19: Instructor

Consistently Uses Nondiscriminatory Language

and Treats Participants in an Unbiased Way

Basically, this standard says it is not OK to use biased language, nor

is it OK to discriminate against or act in a biased manner toward

people on grounds of color, race, gender, sexual orientation, age, dis-

ability, nationality, or religion—or any other grounds, for that mat-

ter. Discrimination in the classroom is simply unacceptable. This is

true even if the offender is a participant rather than the instructor;

consequently, the instructor is expected to manage discriminatory

or biased behavior among participants appropriately. If one person

is put off because of a sexist, racist, homophobic, or other biased

comment, the instructor has reduced the likelihood that all partic-

ipants will meet training objectives.

Occasionally, instructors develop a habit of sexist language,

sometimes without even knowing it. They tend to refer to bosses,

managers, and leaders as “he” and secretaries, clerks, and typists as

“she.” This will generally offend someone. There are also instruc-

tors who, in an attempt to rid themselves of sexist language, use the

pronouns “he” and “she” together in all references. For example,

such an instructor would say, “When a manager is conducting a dis-

cussion, he or she. . . .” This behavior, when used too often, will also

generally annoy someone.

A non-offensive behavior that eliminates sexist language and is

rather easy to adopt is to make nouns plural when referring to peo-

ple or positions. For example, rather than saying, “When a manager

is conducting a discussion, he should do thus-and-so,” say “When
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managers are conducting discussions, they should do thus-and-so.”

Instead of “boss,” use “bosses.” Instead of “secretary,” use “secre-

taries,” and so on. By making your nouns plural (and making the

verbs agree), you avoid sexist language altogether and reduce the

likelihood of alienating participants.

Certainly most instructors and most participants avoid discrim-

inatory or biased behavior. However, from time to time, a partici-

pant will tell a biased story or joke. As the instructor, you are

expected to manage this kind of behavior appropriately. At times,

you won’t need to do anything because participants will stop the

behavior. If the biased behavior continues, it’s your job to stop it,

and the best way to do that is to privately tell the participant that

the behavior is not acceptable. If the behavior continues to persist,

which is rare, you have a real classroom problem. Handling class-

room problems is the subject of the next performance standard.

Performance Standard 20: Instructor 

Generally Handles Classroom Problems 

in an Appropriate Manner

Hundreds of problems can crop up in the classroom, and you, the

instructor, are expected to handle them in an appropriate manner.

What this means is that you are responsible for ensuring that class-

room problems do not get out of control, that their effect on 

training is minimal, and that the self-esteem of participants is kept

intact. Handling classroom problems effectively will have a positive

impact on learning as well as increase the instructor’s confidence.

The difficulty with classroom problems is that they simply do

not occur often enough for instructors to become skilled in han-

dling them. For example, how often have you seen a fistfight break

out in the classroom? Fistfights do occur, but, like many of the 

problems you will face, they happen rarely. Most problems you will

experience fall into one of three categories: disruptive participants,

non-participants, and environmental or equipment problems.

Exhibit 6.1 lists some of the more common problems in each of

these categories.
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Exhibit 6.1. Three Categories of 

Common Classroom Problems

1. Disruptive participants, including those who:

• Talk too much

• Talk incessantly with another participant*

• Are argumentative

• Give sharp or nasty answers

• Think material is unimportant

• Test the instructor’s credibility

• Challenge the instructor*

• Ask irrelevant questions*

• Make wisecracks

• Make noise

• Are defensive

• Are offensive

• Are physically disruptive

2. Non-participants, including participants who:

• Do not participate*

• Refuse to answer questions

• Do not complete homework

• Refuse to do assignments

• Do not try hard

• Sit apart from rest of class

• Fall asleep or stare out the windows

• Put their heads on the desk

• Lie on the floor

• Arrive late or leave early*

• Do not return from breaks and lunch on time
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3. Environmental or equipment problems, including:

• Equipment failures*

• Power outages

• Heating problems

• Air conditioning problems

• Loud noises

• Smoking

• Poor lighting

• Inadequate space

• Missing materials

• A shortage of supplies

*Note: Asterisks indicate classroom problems that are discussed in detail in Appendix 1.
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Detailed methods of handling typical problems in each category

are included in Appendix 1. The steps for handling these problems

can be applied to most, if not all, of the other problems listed.

One method can be employed in handling all sorts of classroom

problems. That is to communicate from your adult state—and 

occasionally from your creative child—when you are faced with a

classroom problem (see Chapter 1). Because the appropriate han-

dling of classroom problems varies from problem to problem, there

is no easy and consistent behavior to employ except to communi-

cate from these states. Knowing that you have an adult inside you

capable of handling problems may be all you need to deal with

whatever turns up.

We want to pass on two “Powers tips” that we believe will

improve your ability to handle classroom problems—and to prevent

them before they occur. The first tip is to employ a simple measure-

ment tool called “Your Desire to Be Here.” Use this tool at the out-

set of training and follow the steps below.

Step 1. Tell participants that they are going to rate their desire

to be in the classroom using a scale of 1 (low) to 10 (high). Tell

them that a 1 represents a very low desire to be here. In other

words, a 1 means they would rather be anywhere else in the world.

Tell them that a 10 represents a very high desire to be here, while a

5 is a perfect fence-sitter rating—they half want to be here and half

don’t. Tell them to pick any number from 1 to 10 and anonymously

write this rating on a small piece of paper, which they should then

pass to an assigned participant.

Step 2. Ask the participant to read aloud the scores. As the

scores are read, post them from low to high on a flip chart. Note the

range of scores and the average score and ask participants to inter-

pret the results, being careful not to divulge their own scores. In

other words, if there is a wide range of scores, ask participants to tell

you why there might be such a wide range; if the average score is on

the low side (a 5 or less), ask why the average might be so low, and

so forth.
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Step 3. Thank participants for their candor and let them know

that you will do your best to make this program of value to them,

regardless of whether their desire to be here is a 10 or a 1.

The information you will gain in a few minutes will give you

enough data to avoid most any problem participants can create. For

example, if you discover that most of the participants were forced

to attend, you can address that issue. If you find out that partici-

pants have personal issues that inhibit their full participation, you

have the opportunity to address those issues before they become a

problem. We use the “Your Desire to Be Here” measurement in

every single program we teach.

The second tip we want to give you is a variation of the above.

We call it the “Powers 1–2–3” scale. The Powers 1–2–3 scale is used

if you don’t know what’s gong on, or if you suspect there is a prob-

lem in the classroom but aren’t sure what it is, or if there really is a

problem. Let us give an example.

Powers once taught a course with thirty-six participants, and as

he announced a break he heard one participant say to another,

“Well, that sure was a bunch of bullshit.” He decided to spend the

break in the hallway to see whether this was a widespread opinion.

He heard nothing. When class resumed, he asked the participants

to write a number on a piece of paper that represented how they felt

about the points discussed just prior to the break. Powers advised

them that this was an anonymous exercise and gave them the fol-

lowing scale: a 1 meant that they found the subject matter to be of

real value, a 2 meant that it was of some value, and a 3 meant that

it was a bunch of bullshit. Then he arrayed the results. There were

twenty-three participants who found it of real value, thirteen who

found it of some value, and two who found it to be bullshit.

This exercise did a number of important things. It told Powers

that he did not have a big problem. It told the two participants who

thought it was bullshit that they stood alone in their opinions. It

told everyone that the vast majority of participants found the exer-

cise valuable.
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Powers learned that the two most vocal groups of people are

those who hate something and those who love something. The rest

of the people tend to be quiet and can be somewhat more easily

influenced in their opinions than either of the other two groups.

Consequently, an exercise like the Powers 1–2–3 can be an effec-

tive device to calm down the extremists and is an excellent tool to

unearth valuable information. For example, if the results had been

different in the above exercise and he had found out that a signifi-

cant number of the thirty-six participants thought the subject was

bullshit, he would have been able to do something about it before

it escalated into a major problem.

You can use a variation on the Powers 1–2–3 to test for pacing,

interest, commitment, agreement, and so forth. By the way, 

the Powers 1–2–3 is an excellent tool to use out of the classroom 

as well.

Don’t let the handling of classroom problems scare you. In time

you will develop the skill to handle these problems effectively.

Meanwhile, make use of the tools and tips described here and in

Appendix 1, and we suspect you will generally handle classroom

problems appropriately.

Performance Standard 21: Instructor

Occasionally Turns Negative Classroom

Situations into Positive Learning Experiences

This standard means that you can take a classroom problem and

deal with that problem in such a way that participants gain valuable

learning. This is the most difficult of all standards to achieve; con-

sequently, it is expected only occasionally.

The benefit of turning a negative event into a positive learn-

ing experience is that it is something truly valued by participants.

Let us give you an example. Powers was instructing a class on how

to instruct. In order to successfully complete the program, trainees

had to demonstrate that they were capable of ensuring that partic-

ipants could meet specified training objectives. They had three
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opportunities to do so. One participant, who was highly skilled in

presentation, taught her segment. The audience found it highly

entertaining—but no one met the training objectives.

Powers then encouraged the instructor trainee to focus the next

presentation on ensuring that participants met the training objec-

tives. On her second presentation, she was again entertaining, and

again no one met the objectives. Now Powers had a problem, and he

made two mistakes in handling this problem. He told her publicly

(mistake number one) that she would not successfully complete the

course unless she was able to demonstrate that participants could

meet the course objectives. She became visibly upset and started to

run from the room. The room was arranged so that she had to pass

by Powers to get to the door. As she neared him, he said, “Please

don’t leave; I know you can be a wonderful instructor.” She didn’t

stop. As she reached Powers, he moved his leg to block her path

(mistake number two). Realizing his mistake, he quickly pulled his

leg back and let her pass. He asked one of the participants to go with

her to see that she was all right, and he moved to the center of the

room, not knowing exactly what to do next.

Powers recalled that earlier that day, during a discussion of class-

room problems, a member of the class had asked him whether he

had ever had anyone walk out on him. He had replied no. So he

said to the group, “Earlier one of you asked whether I had ever had

a participant walk out, and I answered no.” Powers added, “If you

recall, I told you what one might do in the event that it did happen.

Now you have had the opportunity to see it happen, and I suspect

you feel as bad as I do about it. I want you to know that I made two

mistakes in handling this situation. . . .” Powers went on to describe

his mistakes and let the group know what he would do to correct

the situation. He did not try to hide the fact that he was upset 

by the situation. The result was that participation was abundant for

the rest of the course, and the end-of-day evaluations were 100 per-

cent positive. Even though he regretted the mistakes he made, he

felt terrific about the feedback he later received. Incidentally, 

he met with the participant the following morning. She stated that
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she wanted to complete the program, and Powers agreed to give her

the final opportunity to meet the objectives of the program. When

she made her third presentation, it wasn’t entertaining, but every

single person in the room met the training objectives.

Turning negative classroom situations into positive learning

experiences is a standard only occasionally expected. It requires a

high level of skill and probably some experience in the classroom.

It is also a standard that, when met, makes the instructor feel

awfully good and produces some very fine training results.

The eleven performance standards covered in this chapter are

intended to enable you to create at least adequate and perhaps

abundant participation in your classes. These standards, if adhered

to, will encourage participants to play an active role in their learn-

ing. By developing and strengthening your skills in this important

area of performance, you will be increasing the likelihood that par-

ticipants will meet training objectives.

100 Instructor  Exce l lence



7

BUILDING EFFECTIVE

PRESENTATION SKILLS

Instructors will perform with excellence if they use

good platform skills.

This chapter defines the standards for platform skills. This is the

second group of instructor standards that communicate what

instructors are expected to do in teaching a course. Instructors 

will perform with excellence if they make effective use of eye con-

tact, gestures, speech, and other platform skills. Let me give a few

examples.

First, can you recall sitting in a classroom in which the instruc-

tor read every single word of a text? Virtually everyone has had that

experience, and, if you’re like most, it was akin to being force-fed

sleeping pills. Speaking in a constant monotone can have the same

sleep-inducing effect. If such behavior doesn’t put people to sleep,

it certainly puts them off learning.

Now can you recall an experience of being bamboozled by an

instructor? Most people have been tricked at some point by an

instructor whose platform skills were highly developed. All most

participants recall of such experiences is that they were highly

entertaining. The seven presentation standards discussed here will

enable you to deliver training in a way that improves participants’

ability to learn.
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Performance Standard 22: Instructor 

Generally Manages Own Nervousness 

So as Not to Detract from Learning

I like to define nervousness as the physical or mental manifestation

of a desire to do well. You won’t find this definition in the dictio-

nary, but it’s a wonderful definition because it implies that being

nervous before you walk into a classroom is OK, or even desirable.

I’ve taught hundreds of programs, and I can’t recall a time I didn’t

experience some nervousness.

Nervousness shows itself in many ways, and each of you has

your special way of being nervous. We’ve found that most people

fall into one of six major categories, depending on the predominant

type of nervous behavior exhibited. As you read through these 

categories, note which best describes your type of nervousness. Fol-

lowing the list, we have detailed a set of general tips for handling

your nervousness, regardless of the category into which you fall.

Humor can be a wonderful way of diffusing nervousness—so take

what we have written here with a large grain of salt!

Categories of Nervousness

Movers and Shakers. The movers and shakers either can’t sit

still or can’t stop shaking. The movers like to pace furiously, usually

back and forth, although some do it side to side. They long for the

ability to stand still in one place for more than a second. Movers

should avoid training in cramped classrooms with heavy furniture.

The shakers, on the other hand, have no desire to move. They

would give anything just to stop moving. Shaking the limbs is the

preferred style of this group. Usually it’s arms they like to shake,

although sometimes it’s legs and occasionally the entire body (head

to toe). Shakers try everything in their power to stop shaking, but

nothing seems to work. Shakers should avoid using pointers or 

pencils with overhead projectors.

The best way for both movers and shakers to overcome these

forms of nervousness is to place their bodies (especially the moving
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or shaking portions) against something solid, like a desk, a chair, or

a lectern. This gives movers and shakers something solid to steady

them. Instead of trying to stop their shaking, shakers should exag-

gerate it. By doing so, they will realize that they have control over

the behavior and find it easier to stop. In addition, shakers should

avoid holding any objects in their hands until the nervousness 

disappears.

Mind Blowers. The mind blowers are those who stand in front

of the class and forget their own names. They constantly fear blank-

ing out on this or that. You can often spot mind blowers because of

the extensive notes they carry with them. Mind blowers love self-

paced instruction. They should avoid teaching in rooms that do not

have teleprompters.

The best way for mind blowers to overcome their nervousness is

to acknowledge that their minds have blanked whenever that

occurs. Saying “I’ve just lost my mind” will usually draw smiles or

laughs from participants, allowing mind blowers to relax and carry on.

This method of acknowledging nervousness has the unexpected

advantage of gaining the respect of participants who admire honesty;

as a result, they will often become active classroom participants.

Drippers. Drippers are adept at forming little beads of sweat on

their foreheads and managing them in such a way that the beads

stream down onto the bridge of the nose and then fall off the tip,

creating a small puddle at their feet. Drippers also tend toward sweaty

hands. They prefer fashion gear like headbands and gloves or mit-

tens. Drippers should avoid instructing on light-colored carpets.

It might help drippers to know that the little beads of perspira-

tion are almost never noticed by participants. If that alone doesn’t

comfort the drippers, then they should also know that the way to

control this behavior is to have a handkerchief at their disposal and

use it to wipe off the perspiration as it becomes noticeable or

uncomfortable. By using a handkerchief in this way, they will be

perceived by participants as trying very hard—and participants
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react very positively to instructors who are obviously trying to do a

good job.

Gut Wrenchers. Gut wrenchers are always on the verge of

throwing up. Their stomachs are in knots. This is actually a very

sophisticated form of nervousness because, unless they do throw up,

their nervousness is completely hidden from participants. Alert 

participants occasionally spot gut wrenchers because they constantly

are taking antacids and tend to keep their hands on their stomachs.

Gut wrenchers should avoid spicy foods.

The way to handle this form of nervousness is to follow the gen-

eral tips for handling nervousness. This form of nervousness is

unobservable.

Garblers. Garblers have a penchant for speaking in alien

tongues. Because they are adept at phrases like “Hi, my name’s been

sitting on the moon,” it is fun to listen to them. They often feel as

if their mouths are stuffed with marbles. Like mind blowers, garblers

like self-paced instruction. This leads some participants to mistake

garblers for mind blowers, but they remain distinctly different crea-

tures. Whereas the mind blowers haven’t the vaguest notion of

what’s going on, garblers know exactly what they want to say, they

just can’t say it. Garblers should avoid all stand-up training except

programs on sign language and other nonverbal types of instruction.

Garblers would do well to follow the advice given to mind 

blowers: acknowledge the problem. When words come out garbled,

say something like, “I sure hope you understood what I just said,

because I didn’t.” The resulting laugh will put you and participants

at ease. If your acknowledgment also comes out garbled, use your

flip chart to say the same thing; you’ll probably end up with an even

bigger laugh.

Cotton Mouths. Cotton mouths feel like their mouths are full of

a strange kind of tar paper. They fear that without water their lips

will permanently close shut, stopping even the smallest words from
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passing through. They are easy to spot because of a tendency to

travel with large bottles of mineral water and to act hysterical if

they do not have a drinking fountain within sight at all times. They

also tend to lick their lips with alarming frequency. Cotton mouths

love central Florida during the summer. They should avoid teach-

ing in non-humid climates.

Handling nervousness for cotton mouths is easy: simply have a

big glass of water at your disposal and sip until your dry mouth 

disappears.

All forms of nervousness add up to the same thing: a desire to

do well. Amazing as it seems, speaking in front of a group of people

is the number one fear of Americans, which puts it above both

death and taxes. Like other great fears, it cries out for a lighthearted

approach. Laughter is a wonderful cure for nervousness because it

discharges the nervous tension, and that is exactly what instructors

need to break out of their nervousness and carry on.

Regardless of the way you exhibit nervousness, there are six

general tips that are effective in reducing and eliminating all forms

of nervousness.

Tips to Eliminate Nervousness

Create a Vision. Before you walk into the classroom, conduct an

imaginary class in your mind. Run through the flow of the course

from beginning to end, creating it, in your mind, exactly as you want

it to be in real life. Remember, it’s your vision, so make yourself free

of nerves and, while you’re at it, create participants who are anxious

to be in class and who are successful at meeting course objectives.

There’s no reason not to add in a few sparks of instructor brilliance,

too. By creating a vision, you are actually specifying desired behav-

iors, which is an important step in bringing them about.

Make the Classroom Your Home. Prior to the course, spend

some time in the classroom making yourself comfortable with your

new surroundings. Check out the size of the room, the lighting, the
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equipment, and so forth. Arrange the room to suit you. Remove any

unnecessary distractions. Make the room feel like home so that

when participants walk in, you are in comfortable surroundings.

Say Hello and Shake Hands. This simple act will rid you of

most of your nervousness because it forces you to see participants as

people rather than as justices of the Supreme Court. Saying hello

and shaking the hands of participants will not only increase your

comfort level, it will increase that of participants as well.

Take Deep Breaths. Just prior to the start of class, take a 

few deep breaths. As you do, relax your body from head to toe.

Actually feel your shoulders drop, your arms relax, and so forth. By

physically relaxing your body, you will also relax your mind.

In India, some seminars actually begin with a relaxation exer-

cise for the entire group. That is a technique worthy of emulating

elsewhere. Spend the first three to five minutes of the session play-

ing relaxing music, explaining to participants that they should clear

their minds and focus on the seminar content.

Plant Yourself to the Ground. When it is time to begin, walk

up to the front of the room, plant your two feet on the floor, and

actually feel the connection of your body to the floor. Do this before

you say a single word. When you feel connected, you will feel more

relaxed and ready to begin.

Make Eye Contact. Before the first words come out of your

mouth, make eye contact with each participant. What you will

notice by looking into the eyes of participants is that they too are

human beings. You will recognize that they aren’t out to get you or

hurt you or see you fail. In fact, they probably are just as keen as you

to have a terrific experience.

These general tips should increase your level of comfort in the

classroom and decrease your level of nervousness. Instructors are
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generally expected to manage their own nervousness so as not to

detract from learning. Following the tips listed here should help you

successfully meet this standard.

Rothwell, one of the authors, used to suffer from so-called stage

fright. Sometimes doing what we fear most is exactly the step to take

to overcome our fears. Rothwell was cured of his stage fright when

asked to give a mega-session at an international conference. He prac-

ticed the talk the whole day before he was slated to give it. Before the

talk, he visited the cavernous ballroom in which the talk was to be

given. While that only increased his trepidation, he resolved that he

would stop speaking in public if the talk did not go well. But he had

rehearsed it so many times that the talk came automatically. Later he

was told that it was an extremely polished presentation. That experi-

ence of talking to a huge group cured his stage fright. Perhaps the rea-

son was that it was a high-stakes, extreme situation.

Sometimes it helps to exaggerate doing that which we fear. For

instance, if your hand tends to shake during a presentation, don’t try

to stop the shaking. Instead, exaggerate it. At some point you will feel

that you are in control of the shaking and then you are able to stop the

shaking all together. About the only way to do that in front of a group

without looking pretty silly is to talk about it while you are doing it.

For instance, ask participants “How many of you tend to shake when

you present?” By posing that question, you are providing yourself with

an excuse to demonstrate it. Then exaggerate the shaking. You will be

surprised at how the shaking will stop. The same principle applies to

other things we fear—such as a trembling voice or other physical aber-

rations that can cause problems during public speaking.

Performance Standard 23: Instructor Generally

Maintains Equal Eye Contact with Trainees

This standard means that instructors are expected to look into the

eyes of each participant for a second or so. We suggest that you do

this in random order so that participants do not sit there waiting for

you to look at them and then nod off as soon as you do. By the way,

Bui ld ing  Effect ive  Presentat ion  Sk i l l s 107



this is a wonderful standard because it enables you to know what is

going on in your classroom at all times. In addition, as we men-

tioned above, looking into the faces of participants can calm your

nerves as well as the nerves of participants. It also signals that you

care about them and are attuned to their needs.

Maintaining eye contact with participants is as effective in large

groups as in small. In large groups, if you randomly move your eyes

from one area of the room to another, picking one person in each

area to focus on, it appears as if you are looking directly at everyone

in the room. This is a technique rock stars use when they sing in

large concert halls.

Performance Standard 24: Instructor 

Generally Uses Natural and Non-Distracting

Gestures and Movements

The key to successfully meeting this standard lies in the word nat-

ural. Be aware that what is natural for one person may be absolutely

foreign to another. Consequently, it is useless to expect all instruc-

tors to gesture and move alike, unless you are partial to unnatural

behavior. Instructors who are trained to be formal will look foolish

unless that happens to be their natural style. That is just as true

with instructors who have been trained to be informal.

What does work is letting instructors be their natural selves in

gesturing and moving. Only then will they appear genuine to par-

ticipants. Gestures and movements that are natural will enhance

learning, not distract from it.

Performance Standard 25: Instructor

Consistently Speaks in a Clear and Audible Voice,

with a Variety of Inflections

In simple terms, this standard means that whenever you have some-

thing to say, say it in a way that can be heard, understood, and

deemed interesting. Have you ever sat through a lecture you couldn’t
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hear because the speaker spoke too softly or one delivered at such a

loud pitch you couldn’t hear yourself think? Can you recall a lecture

that was delivered in a perfect monotone? If so, you probably spent

the whole time wishing you could leave.

Missing the mark on any part of this standard guarantees

putting people off their objectives. By speaking clearly and at an

adequate decibel level, with a variety of inflections, you enhance

trainee interest and learning.

Meeting this standard is particularly important to instructors

who work cross-culturally. When participants do not speak English

as a first language, they appreciate clear pronunciation and efforts

to define unfamiliar words.

Performance Standard 26: Instructor Generally

Uses the Instructor’s Guide and Other Training

Materials as a Guide and Not as a Script

This simple standard says that you shouldn’t read your material to

participants, regardless of the kind of material you use. The mater-

ial you use to deliver your training is likely to vary from organiza-

tion to organization. In some training groups, instructors deliver

training using an instructor’s guide or leader’s guide. These docu-

ments generally provide detailed descriptions of what instructors

should cover and often show which training aids to use to support

each point to be made. In other groups, instructors will use some

form of training notes or outlines that let them know the gist of

what they are expected to cover.

Regardless of the form of your material, use it as a guide and not

as a script. If you have ever sat through a lecture that was read aloud

from notes by an instructor, you know why it is important to use

your material only as a guide. Using your material as a script is a

surefire cure for insomnia. It also severely limits the flexibility

instructors require at times to meet training objectives. There are

occasions when deviating from a course outline is the only way to

enable participants to meet course objectives.
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Performance Standard 27: Instructor 

Generally Demonstrates a Positive 

Attitude Toward the Subject Matter

This standard requires some definition because of the words positive

attitude. Demonstrating a positive attitude toward the subject mat-

ter does not mean standing before a class full of people and telling

them you think the material is the greatest thing since sliced bread,

particularly if you have serious problems with the material. 

Conversely, it is deadly to say, “I know you’ve heard all this stuff

before but . . . ” or “I know this subject is boring but. . . .”

What demonstrating a positive attitude does mean is being

careful to avoid prejudicing participants against the subject matter.

Prejudicing a class in this way tends to ensure that no one will meet

the course objectives. You might as well save everyone’s time and

money by telling the participants to go home before the class starts.

Bob Powers tells the story that he will never forget the experience

of watching two instructors teach the same program and achieve

vastly different results simply because of the attitudes they demon-

strated toward the subject matter. The course was on company

safety requirements. The first instructor kicked off the class by 

welcoming participants, introducing himself, and then stating, “I

realize most of you don’t want to be here; I can’t blame you, but this

is a company requirement, so you’ll just have to sit here until I’m

finished.” He then proceeded to read an hour-long lecture on safety.

The second instructor kicked off the same course by welcoming par-

ticipants, introducing herself, and then stating, “I am absolutely

delighted that you are here. I know that most of you have partici-

pated in previous company courses on safety, and that gives me the

opportunity to draw on your expertise to make this an especially

valuable day.” She then proceeded to conduct an hour-long discus-

sion on safety.

In the first course, participants seemed visibly bored and unruly.

Several failed to meet the course objectives. In the second course,

participants appeared alert and interested and, without exception,

met each of the course objectives. There was no difference in course
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content or instructor material. There was no known difference in

participants. The sole difference was in the attitude demonstrated

by the two instructors.

You can make an enormous difference in the results of training

by demonstrating a positive attitude toward the subject matter of

courses you teach. By doing so, not only will you be keeping your

participants awake, but you will probably save yourself from eternal

boredom. More importantly, you will significantly increase the like-

lihood that participants will meet course objectives.

Demonstrating a positive attitude toward the subject matter is

akin to finding the proverbial glass of water half-full rather than

half-empty or to waking up in the morning and saying “Good

morning, God” rather than “Good God, morning!”

Performance Standard 28: Instructor

Consistently Uses Words That 

Participants Understand

This standard seems self-explanatory, but it is so abused that we

sometimes wonder whether instructors really do have a good grasp

of what it means. In simple terms, it means to speak in simple terms.

In other words, use language that you know participants under-

stand. This increases the likelihood that no one will be left behind,

feel stupid, or ask what might be perceived as embarrassing ques-

tions. By using words that participants understand, you probably

will come across as a good communicator and a human being, both

of which will enhance your relationship with participants.

Avoid two common traps, because both will prevent you from

meeting this objective. One is the habit of using “company-ese,”

the language unique to your company. The second is the habit of

using big words to impress others. When Bob Powers worked for a

telephone company, they used a language called “telephone-ese,”

which is a form of verbal shorthand often using initials. They would

say something like “Mary Smith was a d.a. [didn’t answer]” or “I

work at CTE [the Center for Technical Education].”
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Every company has its own language, and, while it is unlikely to

disappear overnight, instructors who use company-ese in the class-

room are simply adding to problems participants might have in

understanding what is being said. This is especially true of new

employees, who often participate in several training programs in

their first few months on the job. These people are exposed to a 

barrage of words, initials, and phrases that they simply don’t under-

stand and that are absolutely unnecessary.

“Big words” includes any words, phrases, or acronyms that are

unnecessarily long or obscure or elaborate. Using big words is often

really a means of showing off rather than an attempt at better com-

munication. It is also ineffective in the classroom. Many years ago,

Bob Powers listened to a lecture in which the instructor constantly

used the terms Dk and De. Upon being asked what they meant, the

instructor said, “Dk means deficiency of knowledge, and De means

deficiency of execution.” That seemed clear enough, until Powers

realized he didn’t have a clue what those definitions meant. Upon

further questioning, it became apparent that “deficiency of knowl-

edge” simply meant that the person didn’t know how to do some-

thing, and “deficiency of execution” meant he or she knew what to

do but didn’t do it. Now why couldn’t the instructor just talk about

not knowing how to do something rather than referring to a Dk?

While it might take a couple of more words, everyone would under-

stand the instructor.

You have just reviewed the seven performance standards related

to platform skills. By developing these skills, you will bring training

to life for participants, as well as help them grasp course content,

which is the subject of the next chapter.
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8

ADHERING TO COURSE CONTENT

AND SEQUENCING

Instructors will perform with excellence if they are

knowledgeable about course content and

sequencing.

This chapter defines the content and sequencing standards for

instructors. This is the third set of standards that communicate 

to instructors what they are expected to do in teaching a course.

Being knowledgeable about content and sequencing helps instruc-

tors know what to say and when to say it. If you have ever 

sat through a training program with an instructor who clearly

lacked the knowledge required to conduct the course, you are prob-

ably familiar with some of the many problems that can arise. Such

instructors are likely to be pegged as having no credibility and are

inclined to give inaccurate information—both of which reduce par-

ticipants’ chances of meeting objectives.

Performance Standard 29: Instructor

Consistently Reviews the Logistics of the 

Course at the Start of Each Class

This standard suggests that instructors cover all relevant logistical

items at the start of each class, including class hours, length of

course, restroom and lunch locations, homework assignments, num-

ber and length of breaks, parking and telephone arrangements,

available administrative or office help, hotel accommodations,

transportation, and money requirements. They can also include
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materials to be used, exercises to be conducted, supplies required,

technology to be used and any special requirements for it, and so

forth. The exact nature of these items will vary depending on the

length, location, and nature of the course. By letting people know

what the logistical arrangements are at the outset, you eliminate a

whole host of potential problems, any of which could become seri-

ous barriers to learning.

No one spends each and every day in a training class. Conse-

quently, the routines of people are changed when they attend

training, and most people don’t like it when their routines are

changed. It is common for people to walk into a classroom won-

dering whether they will be able to get home on time or keep an

appointment or a lunch date. They are also likely to worry about

restroom facilities, luncheon arrangements, or parking. The num-

ber of worries participants can have is limitless, and these worries

aren’t, as is often thought, just frivolous. A luncheon appointment

might be an important interview; a commitment after class might

be to attend a funeral; worry about restroom facilities might stem

from a health problem.

Regardless of what the logistical worry is, you can eliminate it

by reviewing the items listed above. This will enable participants to

focus on meeting the training objectives.

Performance Standard 30: Instructor

Consistently Provides Content and Procedure

Overviews at the Start of Each Major Lesson

This standard is intended to let people know where they are headed

(content overviews) and how they will get there (procedure

overviews). When people don’t know where they are going or how

they are going to get there, they can become resistant, confused,

hostile, uncertain, nervous, or depressed. It’s unlikely that many

people would pay to join a tour that advertised, “We’re not sure

where we’re going, but we promise we’ll get you there.” Likewise,

it’s unlikely that many participants would be willing to invest much

in training that kept the destination a secret.
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By letting people know where they are going and how they are

going to get there, you increase the likelihood that they will get

where they are headed. Content and procedure overviews are class-

room road maps; they help participants start each lesson (journey)

and arrive at each lesson’s end as planned. In addition, they help

instructors eliminate uncertainty and confusion along the way.

Performance Standard 31: Instructor

Consistently Provides Course and 

Lesson Objectives

If content and procedure overviews let people know where they’re

headed and how they’re going to get there, course and lesson objec-

tives let people know what they will be able to do once they arrive.

Training objectives tell people what difference training makes 

and enable people to measure the value of the training experience.

Without objectives, it is impossible to know whether training 

was of any use.

Performance Standard 32: Instructor Generally

Provides Summaries and Transitions

Summaries and transitions are like checkpoints along the road to

achieving training objectives. Summaries are simply reiterations of

key points made at different stages along the way. Transitions move

the training from one stage to the next. Let’s assume that a course

is offered to equip participants to demonstrate the ten standards

covered in this chapter (the objective). The instructor tells the class

that the standards will be defined and demonstrated one by one

(the overview). After the first standard is completed, the instructor

reiterates the key points made (the summary) and then makes a

statement that moves the discussion from the first standard to the

second standard (the transition).

For example, to summarize the first three standards, the instructor

might say something like “We’ve just completed the first three stan-

dards: reviewing logistical items, providing content and procedure
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overviews, and providing course and lesson objectives.” Alternatively,

the instructor might get participants to conduct the summary by 

asking them, “Who can tell me the first content and sequencing 

standard? How about the second? Who would like to tell me about the

third content and sequencing standard?”

To provide a transition from the first standard to the second, the

instructor might say something like “Each of you has demonstrated

that you can conduct a successful review of logistical items, which

is the essence of the first content and sequencing standard. Now

you will have the opportunity to demonstrate the second of this set

of performance standards, providing content and procedure

overviews.” Another version of the transition might be to say,

“Now that you have completed the first content and sequencing

standard, let’s move to the second, which focuses on providing

overviews.” Another effective means of making transitions is to

question participants. You can say something like “What questions

do you have about the logistics standard before we move on to the

second standard in this group?” or “We just completed the first stan-

dard, logistical items. Who would like to tell us the essence of the

second standard?”

Summaries and transitions help participants identify what is

important in the maze of training material. Providing these check-

points reinforces learning, which in turn increases the likelihood

that participants will meet training objectives.

Performance Standard 33: Instructor

Consistently Provides Clear and 

Concise Instructions on Tests, 

Exercises, and Other Activities

If ever a standard seemed like a piece of cake but was actually rather

troublesome, this is it. Providing clear and concise instructions cer-

tainly seems easy enough; after all, we give instructions frequently

in and out of the classroom, usually with no difficulty. As a result,

we always expect giving instructions to be easy. That is when we get
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into trouble. At best, poor or inadequate instructions will cause a

delay; at worst, they can prevent participants from meeting train-

ing objectives.

Bob Powers once had to stand up in front of a group and admit

that the instructions he had given them fifteen minutes earlier not

only were incorrect but also made it impossible to complete the exer-

cise accurately. After everyone enjoyed a good laugh at his expense,

Powers gave a new set of instructions; this time they were accurate

and enabled participants to meet the objective of the lesson.

The value of providing clear and concise instructions is 

obvious—things run smoothly, and no one gets fouled up. Meeting

this standard is easy if one recognizes how important it is to stick 

to the well-tested instructions written in your instructor’s guide 

or training notes.

Performance Standard 34: Instructor Generally

Adheres to a Specified Schedule

Sticking to a schedule is a delicate subject for many instructors.

Inadequate or poor time management in the classroom can cause

you to rush through important subjects or stretch out unimportant

ones. If you have ever sat through a Friday training session that was

scheduled to end at 5 p.m. and seen the looks on people’s faces

when the instructor announced that the session would end some-

time after 6:30, you know the value of staying on schedule. When

the timing is off, so is the likelihood that participants will meet

objectives.

Staying on schedule lets participants know that you keep your

commitments, tells them that their time is important to you, and

generally communicates your seriousness about the program.

Adhering to time commitments is greatly appreciated and generally

easy to do if you follow a few simple tips. First, record the times you

expect to be finished with each segment of training in your instruc-

tor’s guide, training outline, or training notes. This will enable you

to check on how well you are doing with your time plan as 
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you move through the day. Second, note in advance those segments

that can easily be shortened so that you are prepared to make an

adjustment if the necessity arises. Next, avoid using open-ended

questions or telling long stories if you are trying to cut discussion

short. If you recognize that you may run short of time, cut down the

time usually spent on breaks or lunch hours. Participants will 

generally be more than glad to reduce the time spent on these activ-

ities if it means getting out on time.

Performance Standard 35: Instructor

Consistently Presents All Material 

Accurately, as Detailed in the Instructor’s 

Guide and Related Materials

This standard advises you to use the material you have accurately;

don’t make stuff up. Its value is obvious. Accurate information is

required to meet course objectives; inaccurate information can pre-

vent course objectives from being met. Bob Powers once observed

as part of a train-the-trainer program a new instructor conduct a

lecture on how to make a paper airplane fly. He noticed that the

instructor paid no attention to his training notes, speaking instead

off the top of his head. When it came time to fly the airplane, no

one was successful. The instructor carefully looked at the planes of

each participant. Unable to decipher what was wrong, he decided

to repeat his lecture and started over, beginning with the first step.

After the second unsuccessful attempt to fly the planes, the instruc-

tor decided to check his training notes and found the problem. He

had inaccurately instructed everyone to fold their airplane’s wings

down rather than up, and he had forgotten to demonstrate flying an

airplane. So the instructor and participants made their corrections,

and on the third attempt the room was abuzz with flying airplanes.

Clearly, the inaccurate instructions and failure to do a demonstra-

tion prevented participants from meeting the objective on the first

two attempts.
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Presenting material accurately is an easy standard to meet—

unless, of course, the instructor decides to wing it instead of using

the instructor’s guide or training notes. Some instructors do experi-

ence problems in accurately answering questions (see performance

standard 43 in Chapter 9), but if instructors follow the information

in their instructor’s guide and related materials, they should be able

to meet this standard with ease.

Performance Standard 36: Instructor 

Generally Presents All Material Thoroughly, 

as Outlined in the Instructor’s Guide

This standard says don’t skimp on or skip over the information

contained in the instructor’s guide or other training notes 

and materials. It doesn’t mean read each word out loud; it simply

means present the essence of the information in its entirety. 

The only exception to this rule is when you are deviating from

material to meet time schedules or course objectives. (These

exceptions are explained in this chapter under performance 

standard 38.)

By presenting all material thoroughly, you are providing all par-

ticipants with the same essential information. This will help 

participants meet course objectives. For example, in the airplane-

making scenario discussed above, had the instructor demonstrated

how to fly an airplane (a demonstration detailed in his training

material), he would have been able to correct his problem immedi-

ately. One of two things would have occurred, depending on

whether he had folded his own plane’s wings incorrectly or cor-

rectly. Either the instructor’s plane would not have flown, in which

case he would have had to refer to his training notes, or his plane

would have flown, in which case someone would have noticed that

his plane’s wings were folded differently from theirs. Either action

would have corrected the problem after one attempt rather than

the two it actually took.
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Performance Standard 37: Instructor Generally

Presents All Material in Proper Sequence, as

Outlined in the Instructor’s Guide

This standard tells you to follow the training plan. Present your

material in the sequence outlined in the instructor’s guide. As with

the previous standard, the only exceptions to this general rule occur

when changing the sequence is necessary to meet time schedules or

training objectives. The reason for following a planned sequence is

that training is often designed in such a way that the sequence of

events is an important or even essential step to achieving training

objectives. For example, imagine what would happen if we failed to

train pilots in the sequence of steps to follow in landing an airplane,

or picture the frustration of small children who have been trained

to tie their shoes before putting them on their feet. By presenting

all material in the proper sequence, you increase the likelihood that

participants will meet course objectives.

Performance Standard 38: Instructor Is

Generally Able to Demonstrate Flexibility 

by Deviating from Course Outline and 

Schedule When Necessary

In several of the content and sequencing standards, we have given

you reasons not to deviate from material contained in the instruc-

tor’s guide or your training notes. To meet this standard, however,

you are asked to do just the opposite. On occasion, the only way to

meet objectives is to deviate from the course outline or schedule.

For example, if an emergency dictates that you vacate the training

premises for several hours, you may have to change how you teach

the material in order to meet your objectives.

On occasion, the success of a program may depend on invited

guests (such as higher-level managers), and you may find yourself

having to reschedule activities to accommodate these guests.

Regardless of the reason for the change, it is incumbent upon

120 Instructor  Exce l lence



instructors to make the change if the meeting of learning objectives

is at stake. Demonstrating such flexibility is a hallmark of the excel-

lent instructor.

You have just completed your review of the ten content and

sequencing performance standards for instructors. Like the other

groups of standards, these are intended to help you be successful in

instructing participants. By developing your ability to effectively

employ these standards, you will assist participants to gain the

knowledge and skill they need to meet classroom objectives.
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9

ASKING AND RESPONDING 

TO QUESTIONS

Instructors will perform with excellence if they

employ effective questioning techniques.

Have you ever wondered why some instructors obtain abundant

participation and others almost none? Have you ever found your-

self angry because an instructor humiliated a participant for asking

or answering a question? Have you ever been annoyed because you

were never given the opportunity to ask questions or irritated

because you were told to hold your questions until the end? The

techniques instructors use to ask and respond to questions have a

tremendous impact on the way participants view training. This

chapter defines those techniques.

At the outset it is worth noting that a key difference between

an instructor and a facilitator rests in how questions are used.

Instructors use questions to check understanding, build involve-

ment, and evoke new insights. Facilitators, however, use questions

to pull information from a group, help a group reach consensus, and

help a group reach agreement (Justice & Jamieson, 1999; Schwarz,

2002). Indeed, the use of questions is an important way to distin-

guish the role of instructor, who disseminates information that has

often been learned in the past, from that of a facilitator, who may

use questions to help group members generate new ideas to improve

productivity, improve group interaction, or surface new approaches

and new information.
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Performance Standard 39: Instructor 

Generally Provides Opportunities for 

Questions and Reviews

By providing opportunities for participants to ask questions and

review key points, instructors will increase participation, reinforce

key learning points, and correct misunderstandings. This simple

standard can have a strong impact on whether participants meet

training objectives.

As a general rule, we suggest that instructors provide frequent

opportunities for participants to ask questions and review material.

If you ever have sat in a classroom while the instructor droned on

and on without providing a mental break or an opportunity for you

to clarify a point, then you know what we mean. We highly recom-

mend that you encourage participants to ask questions at any time.

If being that flexible is too difficult for you, you can still meet this

standard by providing opportunities for questions and reviews every

twenty minutes or so. Human beings simply can’t listen for longer

than twenty minutes without some loss of information. Conse-

quently, if you proceed past twenty minutes, you can expect to lose

participation and interest. That in turn will decrease the likelihood

that people will ask questions, even given the opportunity. If they

have to hold a question until later, they are likely to forget it. When

people stop asking questions or can’t recall the questions they

wanted to ask, they are bound to be left with misunderstandings.

To meet this standard, set the stage by letting participants know

that they are free to ask questions as you proceed through the

course. Alternatively, you can pause every twenty minutes or so and

ask, “What questions do you have?”

Performance Standard 40: Instructor 

Generally Uses Open Questions to 

Solicit Responses from Participants

This standard is one of the most important addressed in this book

because, when used effectively, it produces big results—namely,

abundant responses and participation. It is also a standard that is
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often not met because instructors do not know how to use it. Open-

ended questions force a response other than yes, no, or maybe.

Open-ended questions usually begin with who, what, why, when,

where, or how. For example, “What questions do you have?” “How

did you arrive at that conclusion?” and “Why do you feel that way?”

are all good examples of open questions. “Who would like to com-

ment?” “When did this project begin?” and “Where did you find the

information?” are also open-ended questions, although they gener-

ally produce limited, rather than full, responses.

The purpose of open questions is to open up discussion, and

that is exactly what they do. Let us draw two scenarios of how ques-

tions are typically used and explore the results of each. In both sce-

narios, we want you to assume that you have just introduced a new

and important classroom topic and that you are anxiously awaiting

the discussion you expect to follow. In the first scenario, you ask

participants, “Do you have any questions?” and you get no response.

You then say, “Do you understand what I’m talking about?” You

observe a few heads nodding up and down. You hate to leave such

an important topic without discussion, so you give them one last

chance and say, “Is there anything you want to ask before we move

on?” No one responds. You say a few closing words and move on to

the next subject.

In the second scenario, you say, “What questions do you have?”

You will probably get a response with this question, but if you don’t,

wait a minute and then say, “If you had a question, what would it

be?” You will probably get several laughs and possibly a response,

but if you don’t, ask, “How many of you feel you have a good under-

standing of the subject matter?” You can expect some or all to raise

their hands, then follow up with, “Great, who will describe his or

her understanding for me?” You will probably have one or more vol-

unteers, but if not, pick one of those who raised a hand and ask,

“Jim, would you please describe your understanding for me?” Once

Jim responds, you have an opportunity to reinforce him for respond-

ing, as well as an opportunity to correct the accuracy of his

response. Either of these is likely to prompt additional discussion or

questions. You also have the chance to turn to the group and ask,

Asking and Responding to  Quest ions 125



“How many of you have the same understanding as Jim?” These

responses will tell you whether Jim and the group have adequate

knowledge in this subject area.

We want to analyze these two scenarios. In the first, you used

closed questions only and you got no response, which probably led

you to believe that participants had a good understanding of the

subject matter. This is a common assumption, but it is quite often a

mistaken one and can have disastrous effects. In the second sce-

nario, you used six different, yet effective, open-ended questions to

gather the information you needed to safely move on to the next

subject matter. First, you began with a good open-ended question:

“What questions do you have?” Next, you used a follow-up question

that often lightens tension and produces a response: “If you had 

a question, what would it be?” You then proceeded by using two

open questions, both of which were intended to force specific

responses. The first question (“How many of you feel you have a

good understanding of the subject matter?”) forced participants to

raise their hands and thus identified those who thought they had a

good grasp of the subject matter. The second question (“Great, who

will describe his or her understanding for me?”) set up an opportu-

nity to test whether participants’ knowledge was adequate. The last

two questions (“Jim, would you describe your understanding for

me?” and “How many of you have the same understanding as Jim?”)

gave you the information you needed to make a decision about

moving ahead with the course material. Let us explain. If Jim gave

an adequate response and all the participants raised their hands to

show that they agreed with Jim, you could safely assume that they

possessed adequate knowledge to move ahead. If Jim’s response was

inaccurate and everyone raised their hands in agreement with Jim,

you could assume that no one possessed adequate knowledge to

move forward. Of course, there could be many variations on the

above, depending on how many participants raised their hands. If

ever you are unsure whether everyone has the knowledge to move

ahead, simply continue along the same line of questioning, asking

others to describe their understanding.

126 Instructor  Exce l lence



It is important to remember the purpose of an open-ended ques-

tion: to open discussion. Open-ended questions elicit a response

more often than closed questions (see performance standard 41).

Consequently, if you want to start a lively discussion, elicit abundant

response, or gain active participation, use open-ended questions.

One way to help you develop your skill in using open questions is 

to ensure that you can distinguish them from closed questions. 

Read through the following ten questions and circle those that are

open-ended.

1. Can you complete this work on time?

2. Will you be able to complete this work on time?

3. How can I help you?

4. What difference does it make?

5. Does it make any difference?

6. Do you know how to handle this problem?

7. How would you handle this problem?

8. Can you tell me how to handle this problem?

9. Where does this lead us?

10. Does this lead us in the right direction?

If you circled numbers 3, 4, 7, and 9, you correctly identified the

open-ended questions. All the remaining questions were closed ques-

tions because they can be answered by a simple yes, no, or maybe.

Another way to increase your use of open-ended questions is to

practice translating closed questions into open-ended questions.

Any of the closed questions in the previous exercise can be trans-

lated into open questions. For example, in the first question, you

were asked, “Can you complete this work on time?” This question

becomes an open question by asking, “How will you complete this

work on time?”

If you are in the habit of using closed questions or would like to

improve your ability to ask open questions, complete the following
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exercise. First cover up the open questions in the right-hand col-

umn. Then take a separate piece of paper and translate each closed

question in the left-hand column into an open question. When you

are finished, uncover the open questions and compare them with

your responses.

Closed Question Open Question

Do you understand? What’s your understanding?

Do you agree? What do you agree to?

Is there anything else you What else would you like

want to know? to know?

Any questions? What questions do you have?

Do you have any more What other questions do you 

questions? have?

Could it happen again? How could it happen again?

Would you ask anything more? What else would you ask?

Should you continue? How should you continue?

Will you remember this? What will you remember 

about this?

Did it help you? What was helpful about it?

There is one additional tip we want to give you before you

move on to the next standard. Give participants enough time to

respond to questions you ask. We have seen too many good ques-

tions go wasted because instructors answer their own questions far

too quickly. It takes several seconds for participants to absorb or

repeat (in their heads) the question you have just asked, and if they

think they might respond, it takes another couple of seconds 

for them to form a response, raise a hand, and be ready to speak.

The time that passes may seem like an eternity to you; in fact, it is

generally a very short time (a matter of seconds, rather than what

may seem like minutes). Count to ten before you answer your own

questions. By the time you reach ten, someone will be ready to

respond.
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Performance Standard 41: Instructor Generally

Uses Closed Questions to End Discussions

Unfortunately, closed questions enjoy a bad reputation. The reason

for this is they are generally used to open discussion rather than to

close it, and, as a result, they seldom elicit the desired response. The

purpose of the closed question is to close discussion, to end partici-

pation. The exception is when you use a closed question and imme-

diately follow it with an appeal for further elaboration or an open

question. For example, by asking, “Do you agree?” and immediately

following that question with “Tell me about your disagreement,”

you are in effect doing the same thing as asking an open question.

Another example is to ask something like “Do you have any

thoughts on the subject?” and follow that question with “What are

they?” This method of questioning has one advantage over a simple

open question, which is that participants gain a moment to collect

their thoughts so that, when you ask the follow-up question, they

are prepared to answer. Do not make the mistake of thinking that

the closed question obtains the response; it’s the open (follow-up)

question that encourages people to answer.

Closed questions are appropriate to use when you are at the end

of a lecture, a discussion, or an exercise. They are also appropriate

when you are ready to take a break or close for the day. If you have

just completed a lecture, a discussion, or an exercise, it is perfectly

appropriate to end with “Are there any questions before we move on

to the next subject matter?” If you receive no response, then move

ahead. If you do get a response, continue to ask closed questions

until there is no response. If you are going to take a break, ask, “Are

there any questions before we break?” By asking the question in this

manner, you are letting people know what’s ahead (a break). You are

also discouraging people from asking inane or irrelevant questions

by implying that any questions asked might delay the break.

Using closed questions like the ones above to end discussion or

wrap up the day gives participants one last opportunity to ask ques-

tions. This can be an important step for those who feel an urgent

need to clarify a point or resolve an issue before moving forward.
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During most classes, you reach a point at which any kind of

question, open or closed, elicits a response. This phenomenon is the

result of having created such abundant participation that no special

techniques are necessary. To help you create this kind of situation,

it is important to use closed questions to end discussions and exer-

cises, to wrap up a lesson, or to end the training day.

Performance Standard 42: Instructor

Occasionally Uses Questions to Test 

for Knowledge, Skills, and Attitudes

Basically, this standard means that the instructor uses questions to

determine whether participants are ready to move to the next train-

ing lesson or exercise. Remember the “Desire to Be Here” exercise?

(In that exercise you were asked to employ a simple measurement

tool to assess participants’ desire to be in the training session.) This

tool is also excellent for testing attitudes. By asking the question

“How would you rate your desire to be here?”, you will find out

whether your participants are enthusiastic about being in class. The

knowledge you derive can affect how you proceed with your class.

For example, in one class Bob Powers instructed, the average

“Desire to Be Here” rating was 1.75 on a 10-point scale. There were

eleven ratings of 1 and one rating of 10. He had never seen such a

low average. By asking participants to interpret the low average, he

discovered that all twelve participants were given less than forty-

eight hours’ notice that they were expected to attend the course.

More importantly, it was common knowledge that attending this

course meant participants would be transferred from New York to

Florida—a fact that not one supervisor acknowledged (one partic-

ipant was thrilled with the idea of being transferred to Florida,

which accounted for the one rating of 10). Needless to say, this was

a group of participants with nasty attitudes. However, by asking

about their desire to be in class, he collected information that

enabled him to address their concerns, which in turn enabled each

of them to successfully complete the program. (By the way, the end-

of-course evaluation ratings were all 10s.)
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On another occasion, Bob Powers was hired to run a basic

train-the-trainer program. Within a short time, he suspected this

particular group of people possessed knowledge and skills far

exceeding what he normally expected of participants in such a pro-

gram. Consequently, he proceeded to ask a series of open questions

that would give him a better sense of their training skills and

knowledge: “What successful training experience do you have?”

“What knowledge do you possess about developing behavioral

training objectives?” and so on. The responses he received told him

that he had a group of participants well-versed in training. Conse-

quently, he asked each participant to give a three-minute training

presentation on the subject matter of his or her choice. After

observing their presentations, he determined that their skill levels

were high enough to do some advanced skills work.

You can test for knowledge and skill in many ways, including

asking open-ended questions, asking participants to summarize

lessons or key points, and asking participants to demonstrate the

principles they have learned. For example, by asking the open-

ended question “What is the difference between an open and a

closed question?” you can judge whether the participant has a good

enough grasp of the concept to move on to the next standard.

When you ask participants to summarize, you are testing for knowl-

edge. For example, by asking, “Who would like to summarize the

learning points so far?” you can judge whether participants need

more knowledge in this area. When you ask participants how they

would apply knowledge to their jobs, you are also testing. For exam-

ple, if you ask participants, “What are three open questions you

would use in the classroom?” you are testing their responses for

accuracy.

To test for skill, you generally have to ask participants to

demonstrate the skill. Asking how they would do something tells

you whether they have the knowledge to do it, but it does not tell

you whether they have the skill to do it. For example, participants

may find it an easy task to cite examples of how they would use

open questions in the classroom but be unable to actually do so

once they are in the classroom.
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The best way to know whether people have developed the skill

to do something is to watch them do it. If you want to know

whether participants have the skill to use open and closed questions

appropriately, give them an opportunity to make a presentation,

which allows them to demonstrate this skill. By observing their per-

formance, you will find out whether they have developed adequate

skills in this area.

Closed questions, while appropriate for conducting true and

false tests, are inappropriate for other tests of knowledge. Asking

participants, “Do you understand?” (a common closed question) is

a lousy way to test knowledge. All it tells you is whether partici-

pants think they understand. The open-ended question “What is

your understanding?” is a much better question because the

response will tell you whether participants have the understanding

you want them to have. Generally, you do not need to ask every

participant the same question to test for knowledge, unless it is 

critical that each and every participant possess that knowledge. By

randomly selecting participants and noting their responses, you can

develop a pretty good idea of whether participants are picking up

the knowledge intended.

Performance Standard 43: Instructor

Consistently Provides Correct and Concise

Answers to Questions Asked by Participants

Simply stated, this standard says you are expected to answer ques-

tions accurately and concisely; don’t make stuff up or elaborate

unnecessarily. For most instructors, this seems an easy enough stan-

dard to meet. There are some instructors, however, who act as if

they know the answer to every question asked. We’re not sure what

causes this behavior. Perhaps these instructors, once face-to-face

with a class full of participants, actually think they know the

answer. Perhaps they are afraid they will lose credibility if they can’t

answer all questions. Whatever the reason, answering questions

without knowing the answer simply doesn’t work. At some point,

your deception will be discovered and you will lose credibility.
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Also, some instructors can’t seem to answer questions concisely.

Excellent salespeople know that they can actually lose a sale by

“selling beyond the close,” that is, by continuing their pitch too

long. Instructors should know that giving ten bits of information

when one will do is selling beyond the close, and it can cause par-

ticipants to cease paying attention to learning objectives.

The way to meet this standard is to answer all questions cor-

rectly and concisely. If you do not know the answer to a question,

the correct response is “I don’t know.” When you don’t know or

can’t recall the answer and it is likely that someone in the class does

possess the knowledge to accurately answer the question, toss the

question back to the group. You can say, “I don’t know. Who can

answer that question?” or “Who would like to answer that ques-

tion?” We’ll have more to say about handling questions you are

unable to answer in the next standard.

Performance Standard 44: Instructor, 

When Unable to Answer Questions 

Asked, Generally Researches Answers 

and Reports Results Back to Participants

When you don’t know the answer to a question, let participants

know you will find out the answer and report back to them. 

Then do it. By meeting this standard, you will often exceed the

expectations of participants. When you demonstrate a willingness

to go out of your way, participants take notice. When that 

happens, your credibility goes up and so does the participants’

desire to learn.

There are a couple of practical exceptions to this standard. One

exception is when there is no time remaining to research an answer.

Another is when the question is unimportant or bears absolutely no

relationship to the class at hand. Even in these instances, however,

it may be worth researching answers to the questions asked. There

is no rule that says instructors can’t write or call participants once

they have completed a course to report the results of research into

questions asked.
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Performance Standard 45: Instructor Generally

Answers Questions Non-Defensively

This is a difficult standard, because it seems more obvious than it

really is. To answer questions non-defensively, the instructor must

not attack or put down participants for any questions asked or com-

ments made. It’s true that, even in the face of hostility, most instruc-

tors aren’t blatantly defensive; on the other hand, neither are they

totally non-defensive. What most instructors do is to assume a

behavior that we call “sugarcoating.”

Sugarcoating is covering up defensive or offensive behavior with

smiles, sweet tones of voice, and patronizing words or facial expres-

sions. Let us give you an example of the way instructors commonly

respond to defensive questions, offensive statements, and hostile

participants. Assume that you have just completed a lecture on a

new means of managing employees. Loudly and in a tone of voice

that communicates blatant hostility, a participant says, “That lec-

ture was the biggest bunch of garbage I’ve ever heard and a com-

plete waste of my time.” How do you respond? Even at your worst,

it is unlikely you would say, “If you open your stupid mouth one

more time, you’re going to have to leave” or “If you’d shut up and

pay attention for a few minutes, you just might find out how impor-

tant this information is to you.”

What is likely is that you will say something like “I know that

it might seem as if this is a waste of time, but if you will just stick

with it, you will find out how valuable this information is to you.”

It’s likely that you will say that with a smile and in a sweet tone of

voice. It is also likely that your manner will come across as patron-

izing. That’s sugarcoating, and it is just as defensive or offensive as

more blatant behavior. A non-defensive response to such a question

would be to say something like “It sounds as if you really disliked

this lecture; is there something specific about it that bothers you, or

is it the whole subject?” or “I really don’t want to waste your time;

tell me why you feel so strongly.”

There are two critical things to do to respond non-defensively.

First, you must recognize that there is possibly some truth in what
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the participant says, regardless of how poorly it was said. Then you

must respond by getting at the specifics of why the person feels so

hostile. Regardless of what hostile participants say, it is seldom that

they have a problem with everything that’s just been said. More

than likely something you said pushed the wrong button. By getting

at specifics, you can identify and subsequently do something about

the problem at hand. Responding non-defensively is tricky because

most human beings tend to react rather than act. Instinctively, they

would rather lash out at the hostile participant than employ 

non-defensive responding skills. Yet most instructors would be

astounded by the productive results they can attain by responding

non-defensively.

When hostile acts are initiated by participants, it causes

instantaneous tension that is felt by everyone in the room. Once

this happens, the remaining participants become absolutely mute,

their eyes riveted on the instructor. They want to know what the

instructor will do before deciding on their own reactions. If 

the instructor puts the participant down (acts defensively), the 

rest of the group will side with the participant. If the instructor

reacts non-defensively, all eyes will turn to the hostile participant.

If the hostile participant continues to be hostile, the group will

join forces with the instructor. If the participant responds reason-

ably and the issue eventually becomes resolved, everyone will

experience the release of tension. Participants will conclude that

the instructor has their best interests at heart, and a sense of

euphoria will fill the room. This may sound somewhat corny, but

resolving potential disasters in a way that maintains everyone’s

self-esteem is euphoric.

Performance Standard 46: Instructor Occasionally

Refers Questions Back to Participants

This standard means that instructors, when asked questions, should

occasionally refer them to participants. Let us cite some examples.

Barbara asks, “What do you mean by this standard?” Rather than

answer this question, the instructor decides to toss it to the group
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for an answer. The instructor asks, “Who would like to answer that

question?” and Charles does so. Here’s another example: Nick asks,

“Why would you want to refer questions back to participants rather

than answer them yourself? After all, that’s one of the reasons the

instructor is there in the first place.” The instructor says, “That’s an

important question, Nick. Who can tell us why an instructor might

want to refer questions back to participants?” Diane raises her hand

and says, “Referring questions back to participants is a way to get

people actively involved in the learning process.” The instructor

then reinforces the response by noting that abundant participation

equals abundant learning.

There are numerous benefits to referring questions back to par-

ticipants. In addition to increasing participation, it gives the

instructor time to think or relax. It also provides added opportuni-

ties to test for knowledge and measure participants’ progress. The

realization of any of these benefits makes using this standard worth-

while. However, there are certain occasions when referring ques-

tions back to participants is inappropriate. Do not refer questions

back to the group if you suspect anyone, including yourself, might

end up looking foolish or if you’re certain that no one would know

the answer. Finally, do not refer questions back to participants if you

feel that doing so is simply inappropriate.

Performance Standard 47: Instructor Occasionally

Guides Participants to Reach Answers Themselves

When appropriate, instructors are expected to help participants

answer questions or reach conclusions themselves. Too often, 

participants ask questions when they already know or could easily

figure out the answers, but because they haven’t thought through

either the questions or the answers, they simply do not realize what

they are capable of doing. For example, Lloyd says to the instructor,

“Would you repeat the ten performance standards on questioning

techniques?” The instructor recognizes that Lloyd can probably list

most, if not all, of the standards himself. Instead of answering the
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question, the instructor says, “Why don’t you tell me which of 

the ten you already know, Lloyd, and if there are any you can’t

recall, I’ll add them to your list.” Lloyd finds that he is able to recall

all ten. Here’s another example: Jim says, “Can you give me an

example of guiding participants to reach answers themselves?” The

instructor responds by saying, “What’s an example you can think of,

Jim?” Jim says, “Well, I guess what you are doing right now is a good

example.” The instructor responds, “That is a good example.” In

both of these examples, the participants, having answered the ques-

tions themselves, have come to realize that they are more capable

than they thought. This realization is of real value.

By guiding participants to answer questions themselves, instruc-

tors increase participation and create time for themselves to clarify

their thinking. They also gain another method of testing for knowl-

edge. However, there are times when it is inappropriate to employ

this standard—namely, when anyone would be embarrassed or

made to look foolish.

Performance Standard 48: Instructor Generally

Handles Irrelevant Questions Appropriately

Irrelevant questions are those that do not pertain in any way to the

issue at hand. For many instructors, irrelevant questions represent

enormous thorns in their sides. For others, these questions are sim-

ply a nuisance. Whichever kind of instructor you happen to be,

relief is on the way. While you can’t absolutely control irrelevant

questions, you can learn to handle them effectively and often

effortlessly.

There is one simple ground rule that we want you to follow: If

it takes longer to explain why a question is irrelevant than it does

to answer the question, answer the question. Let us describe what

we’ve seen take place in the classroom. An instructor was leading

an exciting discussion on learning disabilities when one of the par-

ticipants raised his hand and asked, “Will there be any homework

tonight?” Startled by the irrelevance of the question, the instructor
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collected himself and explained to the participant that the question

was irrelevant to the discussion at hand; that he would cover home-

work later; that if there was a problem, he would be more than glad

to take some time after class to talk about it; and that he would

appreciate it if the participant would hold off asking any further

such questions. Now there was nothing wrong with what the

instructor said; the problem was that it took him almost two min-

utes to say it. As a result, the excitement of the discussion simply

died. In fact, the instructor resumed the discussion by saying, “Let’s

see, where were we?”

We want to change the aforementioned scenario slightly. The

same instructor is leading the same exciting discussion, and the

same participant asks, “Will there be any homework tonight?”

Without missing a beat, the instructor says no and continues with

the discussion. The irrelevant question has been answered in less

than two seconds, which is not enough time to disrupt the rhythm

of the discussion. Ninety-nine percent of the time, such handling

of irrelevant questions will put an end to them. (Those occasions

when they do become a problem are covered in Chapter 6 under

performance standard 20 and in Appendix 2.)

Participants who ask questions that are irrelevant are generally

seeking attention or recognition. Rather than responding to their

undesired behavior, seek out their thoughts and respond to the behav-

iors they demonstrate that are desirable. For example, in the above

scenario, when the instructor said there would be no homework, he

could easily have added, “What are your thoughts on learning disabil-

ities?” which would have further acknowledged the participant.

Irrelevant questions annoy participants as well as instructors. By

knowing in advance how to handle these questions, you decrease

the likelihood that they will become bigger problems or that par-

ticipants will ask even more of them.

You have just completed your review of the ten performance

standards on questioning techniques. By perfecting your question-

ing skills, you will help participants meet their classroom objectives.
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10

USING TRAINING AIDS TO

ENHANCE LEARNING

Instructors will perform with excellence if they use

training aids effectively.

This chapter defines the performance standards related to use of

training aids. Training aids enhance learning because they require

participants to use their senses (hearing, seeing, touch, and so on),

and people learn through their senses. Flip charts, slides, overhead

projectors, and blackboards all require participants to use their sense

of sight, while Braille and typewriters call upon a person’s sense of

touch. Other training aids, such as video, television, computers, and

movies, tackle multiple senses (sight and sound). This chapter

focuses primarily on what might be regarded as traditional support

aids for classroom training. For more information on training tech-

nology to support online instruction and other electronically medi-

ated instruction, see Rothwell, Butler, Hunt, Li, Maldonado, Peters,

and Stern (2006).

Because different people favor different senses, appealing to mul-

tiple senses enhances learning. For example, it can be helpful to use

visual training aids in combination with lectures and discussion,

which address the sense of hearing. Examples of the use of training

aids will be given in each of the following discussions of the train-

ing and standards.
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Performance Standard 49: Instructor Generally

Uses Training Aids So That They Add to 

the Learning Experience

Training aids are developed to enhance instruction, not detract

from it. They are not intended as a replacement for the instructor;

they are intended to help the instructor reach learners. In order to

meet this standard, instructors must use these aids as enhancements

to learning. We think you will understand why after you read through

the following two scenarios.

Billy is a new instructor who was asked to present a thirty-

minute lecture on the use of training aids. Being quite nervous

about the lecture, he prepared an extensive outline. Frightened that

he wouldn’t remember all that he wanted to say, he also prepared

dozens of detailed flip charts, which he read to participants. The

lecture was a bomb, and Billy had no idea why.

The problem with this scenario is that Billy used the flip charts

in a way that detracted from, rather than enhanced, learning. The

charts were so complete that there was no need for Billy. It would

have been a better decision to use flip charts to highlight the points

Billy wanted to make, rather than to contain every word that Billy

wanted to say. If your training aids are so complete that you don’t

need to say anything to get your points across, send the aids out in

written form and save yourself the time and cost associated with

stand-up instruction.

Ylanda is incredibly organized. She enjoys a reputation of being

attentive to details and is known to put a lot of extra time into

preparing the courses she instructs. Her efforts generally have a high

payoff. Recently, Ylanda was given a new training assignment, one

that relied heavily on the use of flip charts to get the message across.

She was quite excited about the assignment because it would enable

her to make use of her creativity, a skill she felt she didn’t have a

chance to demonstrate in the other courses she taught. She spent

a great deal of time preparing her flip charts, using a wide variety of

colors and numerous drawings to highlight her points. She thought
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the artwork was good enough to be put in a show, and it was. Unfor-

tunately, it was too good. When Ylanda presented her lecture using

the flip charts, no one paid any attention to what she had to say.

They were so captivated by the beauty of her drawings, the strong

use of color, and the exquisite detail that they lost any message that

might have been delivered.

The most effective way to enhance learning is to use simple

words and draw simple pictures. If your drawings are more effective

than the message, participants are more likely to remember the

drawings than they are the message. We’ve seen dozens of instruc-

tors successfully use stick figures to depict people and little boxes to

represent buildings. We’ve seen instructors effectively use napkins,

pencils, paper, swizzle sticks, balloons, jelly beans, doughnuts, cos-

tumes, and even a live donkey to enhance learning.

Performance Standard 50: Instructor Generally

Demonstrates Proficiency in Using Training Aids

A number of ground rules can help make you proficient in 

using training aids. Below are listed the advantages and disadvan-

tages of six commonly used training aids and specific tips for using

each one.

Video Projectors and PowerPoint™

In today’s high-tech classrooms, many instructors must make use of

video projectors and PowerPoint. In most cases, instructors will find

that video projectors are already in the training room, although (of

course) that must be verified in advance. Some are affixed to the

ceiling; others are portable and are placed on a small table at the

front of the room. (Instructors must check to ensure that they have

sufficient table room to place their computers.) Seasoned instruc-

tors usually purchase a wireless mouse to allow them freedom to

advance slides while walking around the room.
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Here are a few tips for effective use of video projectors:

1. Try to get to the training room early to check compatibility

between your personal computer and the video projector.

2. Most of the time, video projectors connect directly to a per-

sonal computer with a cable. Be sure there is a cable in the

training room. If one is missing, you will need to request a

replacement, and that is all the more reason to get to the

room early enough to find out.

3. Make sure there is a power plug available for your PC. If not,

arrive to the training room in enough time to request a 

power strip.

4. Be sure to ensure that the video projector is focused sharply 

on the screen. A common problem of novices is to leave the

video projector in its current setting, whatever that is, and

that may not be in focus.

5. Always bring your slides on your computer and backups on a

flash drive (sometimes called a thumb drive) to ensure that, if

need be, you can simply “plug and play” into a computer

already set up with the projector.

Many presentations today are made with PowerPoint. Many

professionally prepared templates are available for PowerPoint, and

others are available for purchase by vendors and others for free on

the Microsoft website. Instructors should take care to use light-

colored backgrounds for templates, since not all projectors present

an image bright enough to allow darker templates to be projected

in a room with some ambient light. Use at least 28-point font faces

for PowerPoint slides, and try to limit the number of words on each

slide to the fewest possible.

A good tip is to use a variety of presentation devices. For exam-

ple, William J. Rothwell planned to use PowerPoint for professional

trainers in Beijing. At the last minute, a power fluctuation
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destroyed his computer’s motherboard. Rothwell gave the talk with-

out PowerPoint. When participants were asked how they liked the

talk, they said it was “wonderful.” Asked why they thought so, they

said, “It was so refreshing to have someone talk to us rather than

rely on PowerPoint slides as a crutch.”

Overhead Projectors

Overhead projectors are excellent training aids for many reasons.

Because overhead projectors operate like a giant magnifying glass,

they make it easy for all participants, including large groups of peo-

ple, to see what has been written. The projectors are simple to use,

require little maintenance, and can be used with the lights on. The

transparencies (the film used with the equipment) can be written

on or drawn on and can be prepared in advance or made up during

class, whichever is more desirable. The transparencies are rela-

tively inexpensive to buy and, because of their size (8 1/2 by 11

inches), can easily be transported. In addition, the equipment is

commonly available and relatively inexpensive to rent. Because of

their many advantages, overhead projectors are one of the most

popular training aids used today. However, they are not without

disadvantages.

The transparencies used with the overhead projectors are slip-

pery, especially those that have not been framed. Bob Powers once

let fifty of them slip out of his hand during a lecture; it took fifteen

minutes to pick them up and put them back in order. Overhead

projectors are not as flexible as some training aids, such as flip

charts. Because the transparencies are so small, there is not much

room for writing or drawing on them. Because the projector is a

piece of equipment, it is subject to equipment problems, the most

common of which is a dead bulb.

Because the advantages far outweigh the disadvantages, how-

ever, the overhead projector has become a training staple. You can
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demonstrate proficiency in using this training aid by adhering to the

following ground rules:

1. Write big. Making your letters two to three times bigger than

typewriter size will enable everyone to see what you have 

written.

2. Put no more than seven lines on the transparency, and spread

those lines evenly across the transparency. This, combined

with large writing, will ensure legibility.

3. Frame your transparencies with cardboard or plastic frames,

even if you are using blank transparencies. This reduces the

likelihood that they will slip out of your hand.

4. Number your transparencies. This makes it easy to keep them

in order.

5. Keep a spare projector bulb handy, and know how to install it.

6. Practice using the overhead projector before class begins, and

position it so that everyone can see it.

7. Turn the projector off when you are not using it. If you leave

the equipment on, the bright screen (and the hum) will dis-

tract participants from the task at hand.

Slide Projectors

Slide projectors have many advantages as a training aid. Unlike

most other training aids, slide projectors can produce visually 

stunning images, including beautiful photography and wonderful

graphics. Yet slide projectors are easy to operate, and, because they

greatly magnify images, they make it easy for participants to see

what’s going on. Slide projectors are generally available and easy to

rent. The slides themselves are compact and easy to transport.

Unlike the overhead projector, the disadvantages of the slide

projector often outweigh its advantages. The slides must be 

prepared in advance, and once they are prepared, the instructor has
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little flexibility in using them. Slides can’t be written on, nor can

they easily be changed. Slides are most effective shown in a dark-

ened room, which requires turning lights on and off, making it

almost impossible to see the faces and judge the reactions of partic-

ipants. A darkened room can encourage participants to nod off and

can make it difficult for them to take notes. Like overhead trans-

parencies, the slides themselves can be slippery. The equipment is

often more sophisticated than most overhead projectors and con-

sequently has more parts that can break down.

Nonetheless, there will still be times when a slide projector is

the most effective training aid to use. The ground rules for using the

slide projector are similar to those for using the overhead projector:

1. Write big.

2. Use seven or fewer lines, spread evenly across the slide.

3. Frame your slides.

4. Number your slides.

5. Keep a spare bulb, and know how to install it.

6. Practice using the equipment before you actually begin class,

and position it so that everyone can see the projected image.

7. Turn off the machine when you are not using it.

8. To discourage nodding off, show slides primarily in the 

mornings, occasionally in the afternoons, and never right 

after lunch.

Movie Projectors

With the increased popularity of video, movie projectors are being

seen less and less in the classroom. Nevertheless, the movie projec-

tor is an excellent training aid, especially in large classes where a big

screen may be preferable to several video monitors. There also may

be occasions when the impact of the message is such that only the

big screen of the movies will do.
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Movie projectors have lost some of their appeal as training aids

because video equipment is generally more cost-effective, more eas-

ily available, and easier to operate and maintain. When something

goes wrong with a movie projector, few instructors are able to repair

it. Movie films are also rather expensive and bulky, which makes

transportation awkward. In addition, they possess the same disad-

vantages as slides in that they can’t be altered and must be shown

in darkened rooms.

There are three ground rules to follow when using movie 

projectors:

1. Practice using the equipment before class begins.

2. Keep a spare projector bulb handy, and know how to install it.

3. Show movies primarily in the mornings, occasionally in the

afternoons, and never right after lunch.

Video Equipment

The advent of video has made a tremendous impact on classroom

training. With a video camera and playback unit, instructors can

easily tape participants in action and then play back the recorded

tapes. There is no better method than this for providing participants

with instant feedback. Video equipment is also effective for showing

short vignettes (such as examples of desired behavior) and complete

movies. Unlike movie and slide projectors, they can be used effec-

tively in normal light. Videotapes are inexpensive and, because of

their size, easy to transport. Because of the enormous popularity of

home video units, almost everyone is adept at operating the equip-

ment as well as fixing minor problems or making minor adjustments.

Video equipment generally requires minimal maintenance.

There are a few disadvantages to video equipment. You can’t

write on it. The cost of complete units is expensive, and the units

are not easily transported. Because of the small screen, video can

exaggerate movements or expressions. Minor flaws, like a facial tic
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or a shaky hand, seem more pronounced than they really are. This

can make it difficult to use video successfully as a feedback tool.

The ground rules for using video are simple:

1. Set up the equipment and practice using it before class starts.

2. If you plan to record, have extra blank videotapes available in

case any of the tapes are damaged.

3. Before taping, ask participants to write their names and the

beginning counter numbers on each tape. This will help pre-

vent recording over valuable material and make it easy to find

the start of taped segments.

4. Before recording, check that participants did not rewind their

tapes (this also helps prevent taping over valuable material).

5. After recording, note the ending counter number on the tape.

6. Use video any time of the day; however, avoid showing

movies after lunch or at the end of the day.

Tape Recorders

Tape recorders are excellent training aids. They are compact; con-

sequently, they are easy to transport. They are also easy to use and

maintain. They are excellent tools for recording training exercises.

When used to let participants listen to themselves, tape recorders

are an excellent source of feedback. They are also immensely help-

ful when used to practice a presentation or prepare a talk. Tapes are

inexpensive and readily available. They are also excellent for lis-

tening to a lecture, a speech, a story, or music.

There are a few drawbacks to the tape recorder. It’s possible to

erase or record over your tape. In addition, tapes eventually wear

out, and they occasionally break. However, these occurrences are

generally nothing more than minor irritations because replacement

tapes are cheap and easily available. The greatest drawback to the

tape recorder is that it is less versatile than other training aids.
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The ground rules for using tape recorders are basically the same

as those for using videotape recorders:

1. Practice using tape recorders prior to the start of class.

2. If you plan to record, have extra blank tapes available.

3. Before recording, ask participants to write their names and the

beginning counter numbers on their tapes.

4. Before recording, check that participants did not rewind their

tapes.

5. After recording, note ending counter numbers on the tapes.

6. Use tape recorders at any time.

Flip Charts

Without a doubt, the flip chart is a favorite training aid. It has great

flexibility, and it can be prepared in advance or used spontaneously.

It is easy to use, easy to see, relatively easy to transport, and inex-

pensive. It is an excellent device to help instructors recall impor-

tant points. By lightly penciling notes on the flip chart in advance,

the instructor can easily recall important points. It will appear to

participants as if the instructor is speaking from memory rather than

from notes (the penciled notes are invisible to participants), which

will do much to build the instructor’s confidence.

Flip charts are easy to use and can be just as easily used by par-

ticipants as by instructors. If you make a mistake in using the flip

chart, all you have to do is tear off the paper, throw it away, and

start over again. In addition, flip charts can be easily saved and eas-

ily displayed. By tearing off the sheets of paper and posting them

with masking tape, you can display dozens of them around the room

for all participants to see. This is invaluable when it is important for

participants to refer to the information the charts contain. There is

very little that can go wrong with a flip chart. Occasionally, you

might find a wobbly leg on the easel, and it’s possible for an easel to
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be knocked over or broken, but these occasions are so rare that it is

safe to call the device foolproof.

There are a few disadvantages to the flip chart as a training aid.

It is not effective in large rooms with hundreds of participants—it’s

simply too small to be easily seen by that many people. When posi-

tioned poorly, it’s difficult for all participants to see without craning

their necks. Some of the felt-tip pens used with the flip charts smell

funny and can dry out quickly if their caps are left off. That’s about

it for the disadvantages of this excellent training aid.

There are quite a few ground rules for using this aid effectively:

1. Determine, in advance, the number of flip charts you want to

use. One rule of thumb is for the instructor to have two, and

have one for each participant group, as appropriate.

2. Set the flip charts in positions where all participants can easily

see them. Prior to the start of class, sit in participants’ chairs

to ensure that all participants will be able to see the flip charts.

3. Lightly pencil in points you want to recall on blank sheets.

4. When preparing easels in advance, use masking tape to number

or code each sheet of paper. For example, fold the masking tape

over the side of the paper, letting an inch or so show, and code

or number the tape tabs. This will enable you to easily find your

prepared sheets when you are instructing in the classroom.

5. Keep an extra pad of paper available at all times.

6. Keep extra felt-tip pens available.

7. When using the flip chart, try not to turn your back to partici-

pants; write from the side of the flip chart rather than facing it

(this is a skill that will come with practice).

8. Write big.

9. Write no more than seven lines on a sheet.

10. Don’t worry about being an artist or a spelling bee champion.

You won’t be judged by your art or perfect spelling. Rough
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sketches, abbreviations, and even the occasional misspelled

word will help you make your points. Here is a good rule of

thumb: if finding out how to accurately spell a word interferes

with the learning taking place, go ahead and misspell it.

Computers

Computers have become essential to classroom instruction. Some

base units are resident to multimedia classrooms and stay in the

classroom in locked cabinets that can only be accessed by instruc-

tors with proper passwords or combinations. Other computers are

brought into classrooms by instructors, who may rely on their own

programs or else access the web through wireless or cable technol-

ogy. Flash drives make it easy to simply plug PowerPoint slides into

a resident computer and just start presenting.

Of course, technology is never foolproof. There are still plenty

of things that can go wrong. Typical problems that trip up novice

instructors include any of the following: (1) the classroom does not

have sufficient power supplies or plugs—and nobody knows where

to get a power strip; (2) the video projector could be lacking a cable

to connect to the computer—and nobody just walks around carry-

ing them; (3) the video projector and computer do not want to

connect to each other, and nobody knows how to get them to do so;

and (4) the light switch is at the back of the room but the video

projector is at the front. These four common problems make it

necessary for instructors to visit classrooms before their assigned

delivery times to check things out and try to sidestep the obvious

missteps.

There are a few fundamental ground rules for using computers

effectively in classrooms:

1. Check out the cables you need—and don’t wait until the last

minute to do the checking.

2. Make sure you have a power strip if you need to have one.
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3. Make sure you have space to place the computer on a table

with a video projector. It seems that some people who set up

rooms keep forgetting that instructors need space for their

computers as well as for the video projector.

4. Buy a remote control device for your computer so that you can

advance slides without needing to be physically next to the

computer. Wireless remote devices are always preferable to

infrared remote devices, which must be in the line of sight

with the computer to work.

5. Always check the compatibility of the video projector with

the computer before the scheduled start time of the training

session. Allow time to fix compatibility problems if need be.

6. Be prepared to walk in the room with tape so that you can

tape down a huge number of wires that may need to stretch

around the room to connect to power sources.

There are many other training aids that instructors use—black-

boards, story boards, white boards, and so forth. Most of the ground

rules listed in this chapter can be applied to other training aids.

Regardless of what training aids you use, you can read through the

tips presented here to come up with your own set of ground rules for

each one.

Performance Standard 51: Instructor Generally

Performs Minor Maintenance or Adjustments 

on Training Aids, as Required

Instructors are expected to perform minor maintenance on training

aids, such as changing projector bulbs, cleaning the camera lens,

adjusting horizontal and vertical holds on television monitors, and

so forth. Instructors are not expected to repair a broken movie 

projector or fix a damaged tape head, but by knowing how to carry

out minor maintenance and adjustments, they can avoid major

headaches. Generally, the instruction booklets that come with most
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training aids provide troubleshooting guidelines that can be useful

in this respect. Instructors should have access to resources for repair-

ing broken equipment.

Performance Standard 52: Instructor Generally

Uses Alternative Training Aids, as Necessary

This standard simply says to use alternative training aids when

problems arise that prevent you from using the training aid you

planned to use. This is another standard designed to eliminate

potential problems.

If your overhead equipment breaks down, switching to the flip

chart is usually easy and effective. If you run out of flip-chart paper, a

blackboard or even cardboard can be an adequate alternative. We’ve

used 8 1/2- by-11–inch pieces of paper to make miniature flip charts

and paper napkins to serve as replacements for 8 1/2- by-11–inch

pieces of paper. It’s a good idea to think ahead of time about possi-

ble problems you might encounter with training aids. By having an

idea what you would do in the event of a problem, you increase the

likelihood that you will successfully resolve it.

Performance Standard 53: Instructor

Consistently Follows Specified Safety 

Practices When Using Training Aids

This is one of those standards for which we want to use the word

always in place of consistently, even though we know that using the

word always doesn’t always produce the results desired. Conse-

quently, we expect instructors to consistently (rather than always)

follow specified safety practices when using training aids. In the

absence of such information (which is commonly available in 

the instruction booklets that accompany training aids and equip-

ment), instructors are to use common sense. The most common

accident in the classroom is tripping over a cord. An easy way to

prevent such an accident is to tape the cord to the floor or carpet.
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Instructors are also expected to be familiar with emergency pro-

cedures and exits. They should know where first aid equipment and

supplies are kept and be sure that these items are maintained.

Although not required, it’s a good idea to know standard first-aid

measures.

Performance Standard 54: Instructor

Consistently Follows Prescribed Instructions 

for Caring for Training Aids

This performance standard is rather obvious. It asks that you take

care when using and storing training aids and equipment. It is sim-

ilar to performance standard 53 in that you are expected to follow

the instructions detailed in the booklets that generally accompany

training aids and to use common sense in handling those aids. For

example, most equipment (video and tape recorders, cameras, slide

projectors, and so on) requires some cleaning and maintenance.

When not in use, these items should be carefully stored and pro-

tected from dust, heat, cold, and other harm. Basically, instructors

are expected to treat training aids and equipment just as they would

personal equipment they value.

You have just completed the fifth set of performance standards

developed to help you become a successful instructor. We will turn

now to the performance standards that pertain to evaluating

instruction.
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11

COLLECTING AND MAKING SENSE

OF EVALUATION DATA

Instructors will perform with excellence if they use

evaluation data capably.

Evaluation has emerged as one of the most topical issues in training

today (see, for instance, Kirkpatrick, 1998). This chapter defines

the performance standards that let instructors know what kinds of

evaluations they are expected to do. Excellent instructors know

that by evaluating the performance of participants they can help

participants meet training objectives and contribute to strengthen-

ing the course. By assessing their own performance, they can

develop their skills in the classroom.

Of the six performance standards discussed here, the first two

deal with the evaluation of participant performance and are

intended to help participants meet course objectives. The next two

relate to the evaluation of course content and are designed to

ensure that all material is current and of high quality. The final two

relate to instructor performance and are intended to help instruc-

tors strengthen their own performance.

Performance Standard 55: Instructor

Consistently Evaluates Participant 

Performance, as Appropriate

This standard asks you to collect feedback so that you know how

participants are progressing toward the attainment of course objec-

tives. This standard can be partially met by meeting performance
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standard 42 (using questions to test participants) and by adminis-

tering the quizzes, tests, and exercises that are often a part of course

material.

You might recall from Chapter 9 the many ways you can test for

knowledge, skills, and attitudes. For example, asking open questions

is an excellent way to evaluate the knowledge of participants. Ask-

ing participants to summarize lessons or key points and asking them

how they would apply the principle being taught are also good

methods to evaluate participants.

Observing performance is the best means of judging whether

participants have developed the skills required to move ahead. 

For example, assume that one course objective is to train partici-

pants to use a new method of providing feedback to employees. A

role-playing exercise would be an excellent vehicle to measure par-

ticipant performance because it enables you to observe participants

providing feedback and gives you data that tells you whether par-

ticipants have developed the skills to move ahead.

Quizzes and tests are the most effective ways of judging whether

participants have developed required knowledge. They are usually

built into course material; if they are not, you can develop your own

quizzes and tests by referring to a good book on the subject, such as

Robert F. Mager’s Making Instruction Work (1997).

Performance Standard 56: Instructor

Consistently Provides Feedback to 

Participants, as Required

There are two kinds of feedback to use in the classroom. The first

kind reinforces good performance—it is feedback that acknowl-

edges people for doing what you want them to do. For example, if

a group of participants has successfully completed a role-playing

exercise, it is appropriate to reinforce their performance by thank-

ing them and telling them how the behaviors they exhibited 
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met your expectations. This kind of feedback is called motivational

feedback.

The second kind of feedback is called developmental feedback,

and it is intended to help participants develop or correct their per-

formance. For example, if the participants were unsuccessful in the

exercise described above, it would be appropriate for the instructor

to let participants know what they should do differently. Motiva-

tional and developmental feedback require instructors to become

classroom coaches, rather than classroom judges. Both forms of

feedback, when used appropriately, contribute to participants meet-

ing course objectives. You will learn more about these feedback

concepts in Chapter 12.

Performance Standard 57: Instructor

Consistently Reviews Course Feedback on All

Evaluations and Takes Appropriate Action

Basically, this standard says that instructors are expected to review

all feedback, including daily, end-of-course, and follow-up evalua-

tions, and determine what action to take to improve the 

course. Let’s look at three scenarios focusing on different types of

feedback.

In the first scenario, Marty is instructing a three-day program in

presentation skills. The feedback he receives at the end of the first

day suggests that the pace was a bit too slow and the room a little

too hot for several of the participants. In addition, two participants

asked whether it would be possible to shorten the lunch break on

the third day so that they could keep an important commitment.

Marty begins the second day by checking and subsequently lower-

ing the room temperature. Prior to class, he reviews the pacing of

the day and decides to shorten a couple of lectures. He also decides

to poll participants with respect to shortening lunch on the third

day. He plans to review the daily feedback sheets from the previous
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day with participants and to let them know what actions he will

take as a result of the feedback.

In the second scenario, Janet has just completed the first of four

one-day management skills programs. Puzzled by the fact that four

participants rated the program as too long, four rated it as too short,

and four rated it as just right, she isn’t sure what to do with the feed-

back. Consequently, she decides to ask the next group of partici-

pants to elaborate on their responses to the question concerning

course length.

In the third scenario, Tao reviewed a set of follow-up evalua-

tions that were turned in six months after the completion of a series

of management seminars. Eight of the nine training objectives were

rated as useful; the ninth was rated as not useful by over 40 percent

of the managers who completed evaluations. Tao decided to con-

duct a group of interviews to test the validity of the feedback and

discovered that the ninth objective was no longer required due to

changes in the managers’ jobs. As a result, he was able to save time

and money by eliminating the ninth objective from the course. In

all three scenarios, the instructors dutifully reviewed the course

evaluations and took appropriate action.

There are three good ways to collect this kind of feedback: test-

ing, observing, and data gathering. Testing is an ideal tool for mea-

suring knowledge, as observation is for measuring skills, and data

gathering for collecting opinions. Most evaluations fall into the

third category, which is one reason evaluations are so often referred

to as “smile tests,” that is, tests that determine little more than how

much the instructor smiled at participants. An entertaining instruc-

tor, for example, will generally enjoy high evaluation marks regard-

less of whether participants meet course objectives. Frankly, we feel

there is nothing wrong with “smile tests,” for they do collect 

participants’ opinions, and that is information instructors need to

help participants meet training objectives. However, smile tests are

seldom sufficient. To collect factual evidence, you must test (to

measure knowledge) and observe (to measure skills). Let’s take a

close look at daily, end-of-course, and follow-up evaluations.
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Daily Evaluations

The purpose of the daily evaluation is to gain feedback that you 

can use immediately to reinforce, develop, or correct performance.

It should be simple, easy to complete, quick to do, and (like all

evaluations) anonymous. We use a variation of the following list of

questions for every course we teach because it gives a sense of how

participants view the overall program, what they liked, and what

they believe can be done immediately to improve the program. It

also gives them an opportunity to comment on other areas.

1. On a scale of 1 (low) to 10 (high), how would you rate the

overall value of the day?

2. What did you like best about the day?

3. What would make tomorrow’s session even better?

4. What additional comments would you like to make?

We like to feed the results of daily evaluations back to partici-

pants, as it encourages them to take responsibility for the results.

We report the results of questions 1, 2, and (if appropriate) 4 at the

end of the day and question 3 at the beginning of the next day,

when it is immediately useful. This simple form of feedback can be

used as is for most training programs.

End-of-Course Evaluations

The purpose of end-of-course evaluations is to collect data that will

be useful the next time you conduct the program. It also provides

input to those responsible for course revisions. Like the daily eval-

uation, the end-of-course evaluation should be simple, easy to com-

plete, quick to do, and anonymous. The main difference between

these two forms of evaluation is that the end-of-course evaluation

collects more detailed information and specifically addresses course

objectives. Exhibit 11.1 is an actual end-of-course evaluation from

a management program on selection.
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Exhibit 11.1. End-of-Course Evaluation

Course Selection

Date:

Instructor:

Please answer the following questions by circling your response and

providing comments where appropriate.

1. Overall, how would you rate the value of this program?

1 2 3 4 5 6 7 8 9 10

Not valuable at all Somewhat valuable Valuable Very valuable

2. Overall, how effective was this session at building your skills in:

a. Preparing for an interview?

1 2 3 4 5 6 7 8 9 10

Not effective at all Somewhat effective Effective Very effective

b. Conducting the interview?

1 2 3 4 5 6 7 8 9 10

Not effective at all Somewhat effective Effective Very effective

c. Making the selection decision?

1 2 3 4 5 6 7 8 9 10

Not effective at all Somewhat effective Effective Very effective

3. How appropriate was the length of the program?

1 2 3 4 5 6 7 8 9 10

Too short Perfect Too long

4. How appropriate was the pacing of the program?

1 2 3 4 5 6 7 8 9 10

Too slow Perfect Too fast

Instructor Excellence, 2nd Ed. Copyright © 2007 by John Wiley & Sons, Inc. Reproduced
by permission of Pfeiffer, an Imprint of Wiley. www.pfeiffer.com
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5. What was your overall interest level?

1 2 3 4 5 6 7 8 9 10

Little or no interest Some interest Interested High interest

6. How would you rate the usefulness of the tools provided?

1 2 3 4 5 6 7 8 9 10

Not useful Somewhat useful Useful Very useful

7. What specifically did you like about the program?

8. What did you like about the instructor’s performance?

9. What would make this a better program?

10. What would improve the instructor’s performance?

Instructor Excellence, 2nd Ed. Copyright © 2007 by John Wiley & Sons, Inc. Reproduced
by permission of Pfeiffer, an Imprint of Wiley. www.pfeiffer.com



Review end-of-course evaluations immediately following the

completion of the program, focusing your attention on questions 1

through 8. This is also the time to forward relevant data on to those

responsible for course updates or revisions. When you prepare to

teach your next training session, you should focus on questions 9

and 10, because only then is the information immediately useful. By

adapting questions 2 and 6 to fit your subject matter, you can use

this evaluation or a variation of it for most training programs.

Follow-Up Evaluation

The basic purpose of the follow-up evaluation is to collect infor-

mation that will be useful in conducting future courses. The follow-

up evaluation identifies whether or not and how well trainees have

applied the training skills to their jobs. There are a number of ways

to collect this data. The most effective is to observe participants on

the job and measure their performance against the objectives of the

training. Another is to ask their supervisors to do the same thing.

The third is to use a post-course questionnaire to collect partici-

pants’ perceptions of their ability to apply what they have learned.

Exhibit 11.2 provides a sample of such a questionnaire.

You should review the follow-up data you collect immediately

before you teach the course again, because that is when the infor-

mation will be most useful to you. In addition, you should forward

the data you collect to those responsible for making course revisions.

Performance Standard 58: Instructor

Consistently Refers Items Likely to Require

Action to the Appropriate Group or Individual

This standard simply says that instructors are expected to refer all

items requiring action to the individual or group responsible for act-

ing on the item. For example, many organizations have course

development groups. In these organizations, the course develop-

ment group is the appropriate place to refer recommended revisions
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Exhibit 11.2. Follow-Up Evaluation

1. Recently, you attended a training program on [state subject].

For each objective listed, note whether you have applied

what you learned on your job and rate how effectively you

applied your learning on a 1 (low) to 10 (high) scale.

Objective Applied to Job? Effectiveness

[List objectives here] Yes/No Rate 1 to 10

2. Overall, how would you rate the value of the program?

1 2 3 4 5 6 7 8 9 10

Not valuable    Somewhat valuable      Valuable       Very valuable

3. How has the program affected the way you do your job?

4. What specifically did you like about the program?

Instructor Excellence, 2nd Ed. Copyright © 2007 by John Wiley & Sons, Inc. Reproduced
by permission of Pfeiffer, an Imprint of Wiley. www.pfeiffer.com
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5. What would make the program better?

6. What did you like about the instructor’s performance?

7. What would improve the instructor’s performance?

8. What other comments would you like to make?

Instructor Excellence, 2nd Ed. Copyright © 2007 by John Wiley & Sons, Inc. Reproduced
by permission of Pfeiffer, an Imprint of Wiley. www.pfeiffer.com



in course content, course development ideas, and so forth. Simple

updating is usually carried out by the instructor.

In organizations without course developers, instructors are often

responsible for developing course material. In some organizations,

however, responsibility for course development and revision lies

with an outside organization, and it is to this group that the instruc-

tor should refer recommended changes. By referring items requiring

action to the appropriate individual or group, you ensure that these

items are given the expert attention they deserve.

Performance Standard 59: Instructor

Consistently Reviews Feedback to Instructor 

and Takes Appropriate Action

One of the wonderful things about being an instructor is that you

actually receive feedback on a regular basis. What this performance

standard says is that you are expected to review all such feedback and

take appropriate action on it. For example, Bob Powers recalled

receiving feedback on a train-the-trainer program he conducted that

said his lectures were too long. After some thought, he decided not

to shorten the lectures; instead, he decided to increase the frequency

with which he used participants to bring out the key points. As a

result, the feedback at the end of the next session was positive about

both using participants and delivering lectures.

End-of-course evaluations are a part of most training programs,

and they usually include a section related to instructor performance.

This feedback often comes too late. That’s why we also recommend

that instructors collect feedback daily. By simply asking participants

to identify the instructor behaviors that they liked, would like to see

more of, or would like to see less of, you can collect feedback you

can use the following day. By knowing at the end of the first day of

a five-day course that the pacing is off, the instructor can take

immediate action to improve the remaining four days. If you wait

until the end of the course, you can’t take any action until the next

time you teach the course.
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The advantage that end-of-course and follow-up feedback have

over daily feedback is that the comments are often more detailed

and, as a result, more useful. With end-of-course and follow-up feed-

back, the time to focus attention on making improvements is the

next time you prepare to teach the course. Some instructors tend to

fret about end-of-course feedback when they receive it. This is a

waste of time and energy, since there is little instructors can do to

change their behavior until the next time they teach. If you receive

end-of-course or follow-up feedback that indicates areas in which

you can improve your performance, put it in your file until the next

time you are preparing to teach.

Performance Standard 60: Instructor

Consistently Evaluates Own Performance 

and Takes Appropriate Action

Instructors can assess their own performance using the assessment

tool discussed in Chapter 12. This tool is a shortened version of the

sixty performance standards for instructors. It has been designed as

a checklist so that instructors can use the tool to evaluate their per-

formance. This performance standard asks you to complete the

checklist at the end of each training program and identify those

standards of performance you met, exceeded, or fell short of meet-

ing. This information can be invaluable to your development as an

excellent instructor.

At the same time, the instructor has a responsibility to ensure

that the instructional methods used are cost-effective and appro-

priate to the instructional objectives to be achieved. Indeed, exper-

imentation is currently underway to devise electronic systems to

facilitate this form of evaluation (Jewett, 2000).

We want to suggest that you use the instructor assessment tool

in the next chapter (Exhibit 12.1) in the following way. Circle M

next to those standards you met and circle E next to those you

exceeded. If a particular standard did not apply, write NA in the

comments column. If you fell short of meeting a particular standard,
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circle NM in the results column and make a note next to the stan-

dard of what occurred. Now focus your attention on those standards

that you met or exceeded. Simply ignore those standards you fell

short of meeting. The time to address those items is when you are

next preparing to teach. By congratulating yourself for what you did

accomplish and not punishing yourself for what you didn’t, you

increase the likelihood that you will execute all sixty performance

standards successfully.

You have just reviewed the final set of performance standards

for instructors. Because these standards are the backbone of the

instructor job, it is important for you to have some way of knowing

whether or not you are meeting them. In the next chapter, we will

turn to an assessment tool that can be used by both instructors and

their supervisors to determine whether instructors are doing an

effective job.
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12

OBSERVING INSTRUCTORS AND

PROVIDING FEEDBACK

Instructors will perform with excellence if they

receive feedback that reinforces and develops

excellent performance.

This chapter discusses motivational and developmental feedback in

more depth and links the instructor performance standards to an

effective instructor feedback system. If you manage instructors, this

chapter will enable you to provide feedback to instructors that will

reinforce excellent performance (motivational feedback) and

develop performance that can be strengthened (developmental

feedback). It will also provide you with tools to document instruc-

tor performance, conduct progress reviews, handle difficult perfor-

mance discussions, and complete performance appraisals, which are

the formal feedback mechanisms of most organizations. If you are

an instructor, this chapter will help you assess and strengthen your

own performance.

Most instructors work in organizations in which feedback does

not reinforce or develop excellent performance. Like many other

supervisors, training managers have a tendency to ignore feedback,

especially feedback that reinforces good performance. Many

believe that if people are doing a good job, they don’t need to be

told so. Others believe that the nature of the instructor’s job makes

it impossible to provide adequate feedback. However, instructors

who do not receive feedback on their performance are likely to

conclude that their performance in the classroom simply does not
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matter, and their classroom performance is likely to deteriorate as

a result.

Like most supervisors, training managers think of feedback as

either positive or negative. While positive feedback clearly rein-

forces positive performance, negative feedback just as clearly 

reinforces negative performance. Thinking of feedback in terms of

negative and positive does not develop excellent instructor perfor-

mance. In addition, when managers give feedback, they often send

messages that accomplish the exact opposite of what they intended

because the messages are either ill timed or ill conceived. The end

result is that feedback to instructors is generally useless.

Criteria for Excellent Feedback

Excellent feedback meets the following criteria:

1. Motivational and developmental feedback are used to rein-

force and develop excellent performance.

2. Motivational and developmental feedback are given separately.

3. Motivational feedback is given immediately following perfor-

mance; developmental feedback is given as close as possible to

the next time the performance will be repeated.

4. Feedback is described in terms of what you observed and is

related to the instructor performance standards.

5. Motivational feedback is given either privately or publicly;

developmental feedback is only given privately.

6. Feedback is given sincerely.

Some of these criteria require a significant change of thinking

on the part of most managers. For example, you will be required to

shift your thinking from familiar concepts (positive and negative

feedback) to unfamiliar concepts (motivational and developmen-

tal feedback). Some criteria call for actions that are the exact 
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opposite of what you have probably been trained to do—for exam-

ple, separating different kinds of feedback. Let us look at each of

these criteria more closely.

Motivational and Developmental Feedback

Most managers are uncomfortable giving employees negative 

feedback, and with good reason. It doesn’t work, and it throws the

manager into the role of judge, for which most managers are ill

equipped. Some managers promote the use of so-called constructive

criticism, but this doesn’t solve the problem. Frankly, there is 

nothing constructive about criticism. What is needed is a com-

pletely different approach.

Donald Tosti, founding partner of the Vanguard Consulting

Group (San Rafael, California) and an acknowledged expert in the

area of feedback, transformed thinking about feedback with his

work on summative and formative feedback, also known as moti-

vational and developmental feedback (Tosti, 1986). Motivational

(summative) feedback is akin to positive feedback. Its purpose is to

reinforce performance that meets or exceeds expectations. For

instance: “That was a clear example you used to demonstrate 

the concept of setting performance expectations. I liked that 

you tied the example to each of the steps involved in the process.

It made it easy for the participants to follow, and it clearly 

met what I expected of you.” Another example: “You handled 

that question about career development very nicely. It was a diffi-

cult question, and the facts you had at your fingertips and the con-

cise way you presented them exceeded what I expected. It was very

nicely done.” We have all seen good examples of motivational

feedback.

Developmental (formative) feedback is intended to strengthen 

performance, including performance that falls short of expectations.

(It is not intended to resolve difficult performance problems, 

however—a topic that is covered later in this chapter.) The 
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following three examples show the difference between negative and

developmental feedback.

Negative Feedback Developmental Feedback

“That was really a lousy “I think that your next 

presentation you made. I’m presentation to the vice 

surprised the vice president president will be greatly 

didn’t throw us out of the strengthened by having a clear 

staff meeting.” and concise objective. I’d like to

review your plans for the next

presentation.”

“Last month’s financial report “Last month’s financial report 

was incomplete and not very was missing summary data. I 

useful.” think next month’s report will be

much better with such data

included.”

“I guess it wasn’t all that bad, “The next time you conduct this 

considering it was your first session, I would like you to use 

time in the classroom. When your leader’s guide as a guide 

you started to read from the rather than a script. I think that 

leader’s guide, I thought will make a big difference in 

everyone would fall asleep. On terms of your comfort level and 

top of that, you looked very your performance.”

uncomfortable.”

Developmental feedback requires that training managers look

for ways to help instructors improve their performance. This takes

managers out of the role of judge and puts them into the role of

coach, which is much more likely to produce desired results. 

Imagine how impossible it would be for any sporting team to play

effectively if the role of the coach was merely to point out what was

wrong. Excellent coaches know that their role is to help team mem-

bers play at their optimum level of performance. Negative feedback

has no such inherent concept of “helping” and, as such, possesses

little power to improve performance.
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Separating Motivational and Developmental Feedback

If you’re like most managers, you were trained to mix feedback 

messages. In other words, you were taught that when you had some-

thing negative to say, you should sandwich it in between two pieces

of positive feedback. Unfortunately, this sandwiching leaves per-

formers confused about the message being communicated. While

many managers have abandoned this technique as ineffective, oth-

ers continue to practice it because it is the only thing they know

how to do.

An important reason for not mixing feedback is that, when

given a combination of positive and negative feedback, people have

a propensity to focus on one or the other. Most tend to focus on the

negative and discount the positive, even though the amount of neg-

ative feedback may be minuscule compared to the positive. A small

proportion of people hear only the positive, turning a deaf ear to the

negative. If you have ten things to communicate and one of them

is even the slightest bit negative, this type of person will hear only

the nine positive things.

Timing of Feedback

Motivational feedback should be given immediately after the per-

formance is observed and developmental feedback just prior to the

next time the performance takes place. Much of the feedback man-

agers do give subordinates is useless because of poor timing. For

example, it is relatively ineffective to tell an employee what he or

she could have done to improve a presentation when there won’t

be another presentation for months. By the time the next presen-

tation rolls around, the employee will have forgotten the ideas for

improvement. It’s just as ineffective to tell an employee that the

presentation he or she gave two months ago was nicely done. The

employee is left wondering why it took you so long to give the feed-

back and usually will conclude (because of the time lapse) that it

couldn’t be very important.
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The timing of both motivational and developmental feedback

is important to reinforcing performance. By giving motivational

feedback at the end of a task, you make the employee aware of those

things that contributed to its success. This is an excellent way to

ensure that the performance is repeated. By giving developmental

feedback just prior to a performance, you increase the likelihood

that the performance will be successful. Let’s look at an example.

Ali has just completed a three-day technical skills program. You

observed the closing segment of the class. You noted that he 

succinctly and accurately summarized the main concepts of the pro-

gram, demonstrated excellent use of training aids, and gave clear

and concise instructions on completing the post-course evaluation.

You also noted that he tended to focus his eye contact on partici-

pants in the back of the room and to his right, ignoring people on

his immediate left.

Immediately following class, you sit down with Ali and go over

the things he did well. You note that Ali will be instructing another

class the following week. You make arrangements to meet with him

at the beginning of his preparation time, prior to the start of the ses-

sion. At this meeting you tell Ali that you believe his performance

will be enhanced if he focuses his eye contact on all parts of the

room, especially the left-hand side, which he tended to ignore 

the last time you observed his performance. This information will

enable Ali to immediately improve his performance. If you happen

to observe this class and note that he includes the left-hand side of

the room in his eye contact, you can give him motivational feed-

back to that effect.

The above example is ideal; practically, it may not be possible

for you to meet with Ali a second time. When this happens, it is

still important to separate the two kinds of feedback. First, give Ali

the same motivational feedback you gave in the above example and

ask if he has any questions about it. Then tell him that, because you

won’t be able to meet with him prior to his next course, you would

also like to give him some developmental feedback. Check to see

that he understands and then let him know he can improve his 

performance if he focuses on all sides of the room.
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Specificity of Feedback

Many training managers give feedback in such general terms that

the feedback is virtually meaningless to instructors. Common

remarks such as “nice job,” “excellent,” “not bad,” and the like

leave too much room for interpretation. Compare such remarks to

the following examples:

• “Writing big, as you did on the easel, made it very easy for all

participants to see what you were writing. That is exactly

what I was hoping to see.”

• “The lesson you presented on handling difficult performance

problems was absolutely on target. The steps you covered were

useful, and the number and quality of examples you used

clearly exceeded what I expected.”

• “You fell short of expectations when you asked John to leave

because he was so disruptive. There are three or four addi-

tional steps you can take to defuse situations like this one. I

would like to go over them with you because I think it will

help you the next time you’re faced with a similar situation.”

Each of the above examples describes what you observed and

lets the instructors know what specific standards they have met,

exceeded, or failed to meet.

Private and Public Feedback

Motivational feedback can be given both privately and publicly.

The only exception is if public feedback would severely embarrass

the instructor. Public feedback is intended to reinforce private feed-

back, rather than substitute for it. Used appropriately, it is a very

nice way of providing recognition and reinforcing desired behavior.

It is inappropriate, and often disastrous, to give developmental

feedback in front of others. It can be embarrassing to receive 

such feedback publicly, and it does nothing to develop the desired per-

formance of the instructor. Give developmental feedback in private.
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Sincerity of Feedback

Be sincere when giving feedback; instructors are quick to pick up

insincerity in communications. When feedback sounds insincere,

it is usually quickly discounted by the instructor. By exhibiting a

genuine desire to let people know how well they are doing and by

sincerely working to develop an instructor’s performance in the

classroom, you are practicing excellent feedback. Your behavior will

be noticed and appreciated by your employees.

Both motivational and developmental feedback will do pre-

cisely what they are intended to do if you adhere to the six criteria

discussed above. Motivational feedback will reinforce excellent per-

formance, and developmental feedback will develop excellent 

performance. While neither will solve serious performance prob-

lems, they will enable you to increase your comfort and skill levels

in this sometimes difficult area of job performance.

Observing Instructor Performance

It is shocking to discover the number of training managers who do

not observe instructor performance. There is no way to know

whether an instructor is meeting, exceeding, or falling short of per-

formance standards unless you observe the instructor’s performance.

End-of-course evaluations won’t give you that information, nor will

participants’ testimony, nor will a videotape showing the instructor

in the classroom. The only accurate and fair way is to observe 

performance.

New instructors should be observed weekly until they demon-

strate the ability to consistently meet performance standards, and

then monthly thereafter. Instructors with a year or more of experi-

ence should be observed monthly or quarterly, depending on their

level of skill and the results of previous observations. Instructors

with serious performance problems (those who frequently do not

meet performance standards) should be observed weekly or even

daily until the performance problems are successfully eliminated.
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Observing should not be an unpleasant experience for instruc-

tors, observers, or participants. The best way to set up observations

is for instructors to announce at the beginning of class that they

have invited their training manager to come in and observe a por-

tion of the session. They should explain that the purpose of the

observation is to help the instructor develop training skills and that

the observation has no purpose relative to participants, so hopefully

participants will relax despite the slight intrusion.

Observers should recognize that they are an intrusion, however

slight; consequently, they should quietly take a seat and should not

participate except in extreme emergencies. Training managers

should take care not to ignore this advice. If managers participate

in training sessions, they can endanger the credibility given instruc-

tors by participants. They also seriously risk losing whatever trust

the instructor places in them.

The instructor assessment tool in Exhibit 12.1 provides train-

ing managers with a means to document instructor performance.

You will note that this tool is a condensed version of the instructor

performance standards, which can also be used by instructors to

assess their own classroom performance.

The following guidelines should help you successfully carry out

observation of instructors:

1. Prior to the observation, go over previous instructor observa-

tions to identify performance standards in need of review.

2. Select a segment of the program that will enable you to

observe a number of these areas.

3. Select a time to provide motivational feedback.

4. Notify the instructor of the segment you will observe

(optional) and the time selected for giving the motivational

feedback.

5. On the day of the observation, enter the room and sit quietly.

Do not participate in classroom discussions.
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Exhibit 12.1. Instructor Assessment Tool

Instructor:

Course:

Segment observed: Date:

Length of observation: Observer:

Directions:

1. Determine area of performance to be observed.

2. Observe and document instructor performance. Note whether

performance met (M), exceeded (E), or did not meet (NM)

performance standards. Note in comments column whether

performance was not observed (NO) or not applicable (NA).

Refer to instructor performance standards (Chapter 4) for

complete descriptions of performance standards.

3. Instructors using this tool to assess themselves should com-

plete their assessments at the end of each session and review

them before the next session.

Performance Standard Results Comments

1. Preparation activities M E NM
completed on time

2. Course content M E NM
reviewed

3. Training plan prepared M E NM

4. Training aids set up M E NM
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Performance Standard Results Comments

5. Facilities set up M E NM

6. Materials available M E NM

7. Supplies set in place M E NM

8. Pre-course material M E NM
distributed

9. Trainee roster M E NM
reviewed

10. Relevant data M E NM
reviewed

11. Participation M E NM
encouraged

12. Instructor is M E NM
accessible

13. Participants’ names M E NM
used

14. Positive reinforcement M E NM
techniques used

15. Minimal and overt  M E NM
cues reacted to 
appropriately

16. Participants put M E NM
at ease
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Performance Standard Results Comments

17. Control of classroom M E NM
maintained

18. Participants used as M E NM
resources

19. Instructor is unbiased M E NM

20. Classroom problems M E NM
handled appropriately

21. Negative situations M E NM
turned into positive 
ones

22. Nervousness managed M E NM

23. Eye contact is equal M E NM

24. Gestures M E NM
non-distracting

25. Voice is clear and M E NM
audible

26. Training material M E NM
used as a guide

27. Positive attitude M E NM
demonstrated
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Performance Standard Results Comments

28. Words are understood M E NM

29. Logistical items M E NM
reviewed

30. Overviews provided M E NM

31. Objectives provided M E NM

32. Summaries and M E NM
transitions provided

33. Instructions clearly M E NM
and concisely given

34. Schedule followed M E NM

35. Material presented M E NM
accurately

36. Material presented M E NM
thoroughly

37. Material presented M E NM
sequentially

38. Outline deviated M E NM
from as necessary
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Performance Standard Results Comments

39. Opportunities for M E NM
review and questions 
provided

40. Open questions used M E NM
appropriately

41. Closed questions M E NM
used appropriately

42. Questions used to M E NM
test for knowledge 
and skills

43. Answers correctly M E NM
and concisely given

44. Unanswered questions M E NM
researched and 
reported

45. Questions answered M E NM
non-defensively

46. Questions referred M E NM
to participants

47. Participants guided M E NM
to reach answers 
themselves

48. Irrelevant questions M E NM
handled appropriately

49. Training aids used to M E NM
add to learning

50. Training aids used M E NM
proficiently
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Performance Standard Results Comments

51. Minor maintenance M E NM
performed on 
training aids

52. Alternative aids used M E NM

53. Safe practices followed M E NM
in using training aids

54. Care instructions M E NM
followed in using aids

55. Participant M E NM
performance
evaluated

56. Feedback given M E NM

57. Course feedback 
reviewed M E NM

58. Items requiring action M E NM
other than by instructor 
referred appropriately

59. Instructor feedback M E NM
items reviewed and 
acted on

60. Performance assessed M E NM

Instructor Excellence, 2nd Ed. Copyright © 2007 by John Wiley & Sons, Inc. Reproduced
by permission of Pfeiffer, an Imprint of Wiley. www.pfeiffer.com



6. Document examples of each performance standard you

observed that met, exceeded, or fell short of performance

standards.

7. After the observation is over, review your notes and prepare 

to provide feedback.

8. Meet with the instructor, announce the purpose of the 

feedback session, and review the motivational feedback, 

reinforcing performance that met and exceeded standards.

9. Set a time and place to review developmental feedback or, if

appropriate, take a short break and review developmental

feedback.

10. Thank the instructor and check for clarity of understanding.

11. Put observations in employee file for use in preparing progress

reviews and the annual performance appraisal.

It may take a few sessions to become comfortable with 

the instructor assessment tool, but once you do, you will have 

an excellent method of carrying out your responsibility to provide

feedback to your instructors—or to assess yourself, as the case 

may be.

The Progress Review

The purpose of conducting progress reviews is to reinforce desired

performance and improve performance that can be strengthened.

The instructor assessment tool (Exhibit 12.1) provides training

managers with the data needed to successfully carry out a progress

review. The instructor progress review form shown in Exhibit 12.2

provides training managers with a simple tool to complete the

review. It enables managers to provide excellent feedback in a

somewhat more formal setting than the feedback sessions following

instructor observations.
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Exhibit 12.2. Instructor Progress Review Form

Introduction

There are three parts to the progress review form. Part One sum-

marizes progress against performance standards observed. Part Two

summarizes progress made in other areas of responsibility. Part

Three identifies follow-up actions to be taken.

Instructions

In Part One, identify performance standards that were observed

during the past quarter. Write the number of times you observed

each standard and note your findings. The last column is for addi-

tional comments, including external conditions that may have

affected performance.

In Part Two, record other areas of instructor responsibility, such

as administrative and special projects. In the next two columns,

specify the targets set in each area of responsibility and the progress

made in each of these areas.

In Part Three, identify actions to develop or strengthen perfor-

mance in Parts One and Two. Also note who is responsible for 

taking the action and the target dates.

Part One

Performance Times Times Times Times 

Standard Observed Met Exceeded Not Met Comments
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Part Two

Other Responsibilities Targets Set Progress to Date Comments

Part Three

Follow-Up Action Person Responsible Target Date Comments
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To conduct a solid review, follow these ground rules:

1. Conduct progress reviews quarterly or more often, as required.

2. Use the data you collected during observations to prepare for

the reviews.

3. Follow the guidelines for motivational and developmental

feedback when conducting the reviews.

4. Document the reviews by completing the instructor progress

review form.

A quarterly review is sufficient for the vast majority of instruc-

tors. New instructors or instructors experiencing performance

problems may require more frequent reviews. Some training man-

agers conduct fewer reviews with experienced instructors, who

generally meet performance expectations. To conduct reviews less

often than quarterly is usually unsatisfactory, given that we know

that desired performance is reinforced by frequent feedback.

Besides, the word quarterly is really a misnomer in that you are

actually conducting three progress reviews and one annual perfor-

mance appraisal.

Preparing for a progress review is easy because you already have

the data you need to conduct the review—it’s contained in the

instructor assessment tools you completed during your observations.

To prepare for the review, simply summarize the instructor perfor-

mance standards met, exceeded, and not met in Part One of the

instructor progress review form (Exhibit 12.2). Use Part Two to

note progress in other areas of instructor responsibility and Part

Three to note follow-up action required.

Follow the same steps in conducting the progress review that

you followed in providing motivational and developmental feed-

back. In other words, use the information you collected in previous

observations to provide a summary of performance standards met

and exceeded (motivational feedback), take a short break, and then

review those areas of performance that can be improved (develop-

mental feedback).
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Documenting the progress review is easy. Much of the docu-

mentation is completed when you prepare for the review; the rest is

completed during or immediately after the review and simply

includes noting instructor comments and any agreements that were

made between you and the instructor. To document the progress

review, follow the instructions for Exhibit 12.2. It is also an excellent

tool to help you prepare the annual performance appraisal. One

thing it cannot do, however, is address difficult performance prob-

lems. To do this successfully, most managers require additional help.

Difficult Performance Problems

Motivational and developmental feedback generally help instruc-

tors avoid serious performance problems. However, there may be

times when instructors do not perform according to standard,

despite excellent feedback following observations and at progress

reviews. When this happens, you have a performance problem.

There are two tools you can use to solve performance problems.

The first is the job aid contained in Exhibit 12.3. It consists of a

series of questions designed to identify and correct the cause of the

performance problem.

The second is the theme-and-cue technique, a skill-building

method invented by Donald Tosti. It is one of the most useful man-

agement tools we know, not just because of its value in handling 

difficult discussions, but because it can be used productively in any

type of discussion.

The theme-and-cue technique relies on three basic concepts:

theme statements, cue lines, and recueing. A theme statement is

simply a statement of the purpose of the discussion. An example:

“You have a problem completing your preparation activities in time.

This is the third occasion on which your training aids have 

not been set up.” Another example: “You have not turned in your

last six end-of-course evaluations. That is far too many times to 

be remiss.”
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A cue line is the question you use to invite another person into

the discussion. A good cue line for the first example above might

be “What do you intend to do to complete your preparation activ-

ities on time?” A good cue line for the second example might be

“What will you do to get your course evaluations turned in as

expected?”

Recueing is simply repeating the cue line. Recueing is often a

lifesaver because one of the hardest things for a manager to do 

during a difficult performance discussion is to stay focused, and

recueing helps the manager do exactly that. The following dialogue

shows how valuable this tool can be.

Manager: Paul, you have been late starting class at least three or

four times in the last month alone, and now your being late is a seri-

ous problem [theme statement]. I want you to tell me what you are

going to do to be on time from now on [cue line].

Paul: I’ve been having car trouble all month long. I took my car

in for service, and I still have a problem starting it on cold morn-

ings. I don’t know what to do.

Manager: I appreciate what car problems can be like; what I

want to know is, what are you going to do to be on time [recue].

Paul: Well, I considered taking the bus, but you know how

unreliable public transportation can be.

Manager: I understand that public transportation can be unre-

liable at times; however, what I want to know is, what are you going

to do to be on time [recue].

Paul: Well, one day I was late because I overslept. My alarm

clock didn’t go off, but I got that fixed that same day.

Manager: Paul, I appreciate that you got your alarm clock fixed;

but what I want to know is, what are you going to do to be on time

[recue].

Paul: Well, I am on time, most of the time.

Manager: Yes, most of the time you are on time, but the times

you come in late far exceed what’s expected of you, so I want to

know what you can do to be on time [recue].
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Exhibit 12.3. How to Solve 

Performance Problems

Instructions
Complete the series of questions in the left-hand column. When the
questions lead you to the right-hand column, you have identified
the likely solution to the problem.

Is performance problem  −−No → Conduct a performance 
unique to this individual?  audit of entire group.

Yes

Is problem a violation   −−Yes → Discipline performer for 
of policy?          violation.

No

Does performer know level −−No → Review instructor standards 
of performance desired?   of performance.

Yes

Does performer have    −−No → Provide resources (tools, train-
resources necessary?     ing aids, money), as required.

Yes

Does performer have    −−No → Provide training (basic instructor 
skills required?       training; specific skills training).

Yes

Does performer meet    −−No → Provide developmental 
performance standards?   feedback.

Yes

Increase motivational 
feedback.

Is problem eliminated?    −−No → Conduct problem-solving 
               discussion.

Yes

Congratulations!
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Paul: Well, perhaps I could look into getting another car, or

maybe I can carpool with some people who are more reliable than

I am about being on time. At least I could carpool until I got a new

car or mine fixed.

Manager: Do you think carpooling until you can purchase a

new car or get yours properly fixed will get you here on time?

Paul: Yes, I do.

Manager: Great, how long will it take you to arrange a carpool?

Paul: I’ll be carpooling first thing Monday morning.

Manager: That’s good. I will be happy to see you here on time

every day. Let’s meet next Friday at this time to review how you’ve

solved the problem.

Paul: OK, I will meet with you next Friday.

Manager: Thanks, Paul, I knew you could figure this one out.

There were four examples of recueing in the above scenario.

That may be more or less than you need to reach a resolution with

your subordinates. At some point in these discussions, the number

of recues becomes almost hilarious. There is no limit to the creative

excuses people can make.

Many managers make the mistake in problem-solving discussions

of asking the wrong question. More often than not, that question

begins with the word why. “Why are you late?” is the wrong ques-

tion because the employee will tell you, and then you end up dis-

cussing car trouble, public transportation, alarm clocks, babysitting,

traffic, and a host of other problems that have little to do with solving

the problem at hand. Recueing helps supervisors stay focused during

problem-solving discussions no matter how far adrift the employee

tries to take them. Occasionally, employees never do offer solutions.

When that happens, give them your ideas for solving the problem. If

they commit themselves to taking action on your suggestions, great; if

not, then you must identify consequences for continuing the undesired

behavior. If the undesired behavior goes away, you can then give the

employee motivational feedback; if not, carry out the consequences.

Most problems can be successfully addressed by conducting a

good problem-solving discussion. Using theme-and-cue and other

good discussion techniques (listening, paraphrasing, summarizing,
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documenting, and so on) should help you to conduct productive dis-

cussions on the most difficult issues. If you can eliminate or reduce

performance problems prior to completing the annual performance

appraisal, you will be well rewarded. You will experience the pleasure

of giving someone motivational feedback in an area that was previ-

ously a serious performance problem, and your overall task of prepar-

ing the annual performance appraisal and conducting the subsequent

appraisal discussion will be much more pleasant.

The Annual Performance Appraisal

Many organizations have annual performance appraisal forms that

they expect managers to use. Consequently, the following material

has been developed to be consistent with whatever forms you may

be required to use. You can integrate the concepts discussed here

into any performance appraisal by either using your data as input for

your appraisal or by attaching the instructor performance appraisal

form (Exhibit 12.4) to your appraisal. If you don’t already have an

appraisal plan, you can use the one in Exhibit 12.4.

There are six steps to follow in preparing the annual perfor-

mance appraisal for an instructor. You completed the first three

steps when you prepared your progress review form, which is the

basis of the performance appraisal.

1. Use the progress review forms (Exhibit 12.2) to document the

results for each area of responsibility.

2. Review the instructor’s performance with him or her to ensure

completeness (recommended).

3. Note any external forces or environmental conditions that

may have affected performance.

4. Determine whether overall performance met, exceeded, or fell

short of instructor performance standards.

5. Document the appraisal using the appropriate performance

appraisal form (see Exhibit 12.4).

6. Review the appraisal with your supervisor.
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Exhibit 12.4. Instructor Performance 

Appraisal Form

Introduction

The performance appraisal form is a tool to document instructor

performance over a given time period, generally a year. It is the for-

mal means of providing feedback to instructors on the progress they

have made in meeting performance standards.

Instructions

Part One

Attach a copy of the instructor performance standards to this

appraisal form. Using the instructor progress review forms, summa-

rize instructor performance for each area of responsibility and enter

this information on the appraisal form. Make a judgment about

whether the performance met, exceeded, or did not meet perfor-

mance standards and circle the appropriate response. Note any

unusual circumstances that may have affected instructor perfor-

mance. If the instructor had responsibilities outside of the class-

room, document performance results in these areas on a separate

piece of paper, following a similar format.

Part Two

1. Decide whether overall instructor performance met, exceeded,

or fell short of performance standards and check the appropri-

ate box. Write in any comments you may want to make

regarding the instructor’s overall performance rating. For

example, if the instructor’s performance varied somewhat from

the ratings, note that overall performance far exceeded expec-

tations, somewhat exceeded expectations, fell far short of

expectations, or fell somewhat short of expectations. (If you

prefer to modify the form to include five overall performance

categories, simply change the form to include the four exam-

ples above plus “met performance expectations.”)
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2. Review the performance standards met and exceeded and

note what the instructor did to meet and exceed those stan-

dards (motivational feedback).

3. Review the performance standards not met and note what the

instructor can do to improve performance in these areas in

the coming year (developmental feedback).

4. Give the instructor the opportunity to comment on the 

performance appraisal (optional).

5. Sign and date the performance appraisal and ask your supervi-

sor and the instructor to sign as well.

Instructor Performance Appraisal

Name: _______________________________________________

Supervisor: ____________________________________________

Phone: _____________________ Date: ____________________

Note: The instructor performance standards are attached.

Part One: Performance Summaries

Area of Responsibility: Preparation

Preparation Standards: Met Exceeded Not Met

Area of Responsibility: Participation

Participation Standards: Met Exceeded Not Met

Area of Responsibility: Platform Skills

Platform Standards: Met Exceeded Not Met

Area of Responsibility: Content and Sequencing

Content Standards: Met Exceeded Not Met

Area of Responsibility: Questioning Techniques

Questioning Standards: Met Exceeded Not Met
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Area of Responsibility: Use of Training Aids

Training Aids Standards: Met Exceeded Not Met

Area of Responsibility: Evaluation Standards

Evaluation Standards: Met Exceeded Not Met

Part Two: Overall Performance

1. Place a check mark next to overall performance rating.

Met □ performance standards Exceeded □ performance

standards Did not meet □ performance standards

Comments:

2. What contributed to this individual’s meeting or exceeding

performance standards?

3. What would strengthen this individual’s performance in the

coming year?

4. Employee comments (optional):

Prepared by: _____________________ Date: _________________

Reviewed by: ____________________ Date: _________________

Employee’s Signature: ____________________ Date:  __________
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The Performance Appraisal Discussion

For many managers, the performance appraisal discussion is the

only discussion of performance they hold with employees. Such 

discussions are seldom productive and often disastrous. That’s not

surprising, given that one performance discussion a year simply isn’t

enough to reinforce desired performance, let alone develop an

employee who is performing at less than satisfactory levels.

Nonetheless, it is possible for these discussions to be generally

easy to conduct and productive in reinforcing and developing

desired performance. There are six steps to follow in conducting a

successful performance appraisal discussion.

1. Prior to conducting the discussion, review the appraisal form

and develop theme-and-cue statements for the discussion.

2. Arrange to meet privately with the instructor.

3. Begin each discussion with your theme-and-cue statements

and provide an overview of the discussion. Check for under-

standing and then provide the instructor with an overall

assessment of performance.

4. Provide motivational feedback to reinforce performance that

met and exceeded standards.

5. Take a short break and then provide developmental feedback

to strengthen or correct performance.

6. Ask the instructor to review the appraisal and reach agreement

on actions to take to strengthen performance in the coming

year. Note these agreements on the instructor development

plan shown in Exhibit 14.2 in Chapter 14 and arrange to 

follow up as appropriate.

By following these simple steps, you are increasing the likeli-

hood that the appraisal discussions you conduct will reinforce and

develop excellent instructor performance.

An outline of the training manager’s various evaluation and

feedback activities appears in Exhibit 12.5. In this diagram, you can

see clearly how the assessments done at each stage of an instructor’s

development build on those done earlier.
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Exhibit 12.5. Training Manager’s 

Guide to Providing Feedback

Timetable Activities Feedback

Weekly, monthly, Training manager observes 
or quarterly classes taught by instructor

Fill out an instructor 
observation form for 
each class.

Give feedback to instructor.

File forms.

Quarterly Review instructor 
observation forms quarterly.

Fill out first two parts of 
progress review form 
(summarizing observations).

Give instructor quarterly 
progress review.

Fill out third part of 
progress review form 
(agreed follow-up steps).

File form.

Annually Review the year’s progress 
review forms.

Give instructor annual 
review.

Fill out performance 
appraisal form (summarizing 
progress review) and review 
with own supervisor.

Give instructor opportunity
to comment on performance
appraisal form (optional).
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Managers can use many other tools to provide ongoing motiva-

tional feedback to instructors. They can use thank-you notes, com-

mendation letters, voice messages, e-mail, company news articles,

bulletin boards, staff meetings, the telephone, third-party feedback,

telegrams, notes to the boss, and so on to reinforce excellent per-

formance. These informal means of providing feedback to instruc-

tors, coupled with the more formal instructor observations, progress

reviews, and annual performance appraisals, make for a powerful set

of tools to reinforce and develop excellent performance.
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13

RECOGNIZING AND REWARDING

INSTRUCTORS

Instructors will perform with excellence if they are

recognized and rewarded for performing with

excellence.

In this chapter, training managers will learn how to use recognition

and rewards to reinforce desired performance and how to increase

the quantity and quality of rewards without increasing budgets. If

you are an instructor, this chapter will help you to position yourself

to receive fair rewards and to ensure that the rewards you receive

are ones that you value.

In many organizations, recognition and rewards simply do not

reinforce desired performance, in part because the various programs

are so poorly run. In fact, poorly run programs can have a negative

impact on performance.

Making Rewards Effective

There are six key characteristics of an effective program for recog-

nizing and rewarding instructors. They are

1. Rewards are matched to what instructors value.

2. The right message is given.

3. The reward is appropriate to the performance.

4. Rewards and recognition are given resourcefully and 

creatively.

5. Rewards and recognition are given sincerely.
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6. Reward and recognition are given privately (any time) and

publicly (often).

Training managers can reward instructors in many ways. Most can

be classified as either informal or formal. Informally, managers can rec-

ognize and reward people by giving praise, writing notes or letters of

appreciation, giving time off, publicizing accomplishments, giving

gifts, awarding certificates, and the like. The formal means of recogni-

tion and reward include compensation programs, promotion and other

job movement, development, and various organizational programs

that recognize outstanding individual and team performance.

Linking these forms of recognition and reward to performance

increases the likelihood that the performance will be repeated and

improved upon. Instructors who recognize that salary increases,

bonuses, and other forms of compensation—as well as promotions,

job moves, development, and the day-to-day informal rewards they

receive—are directly tied to their performance will do their best to

perform with excellence.

With the exception of development, most of the formal pro-

grams are so well established in most organizations that it is unlikely

you can substantially change them without a rather large and time-

consuming effort. Consequently, the focus of this and the next chap-

ter is on areas that you can easily influence. This chapter focuses on

the informal, day-to-day ways of recognizing and rewarding instruc-

tors, while Chapter 14 focuses on the formal system of developing

instructors. Let’s take a close look at each of the six characteristics of

an excellent recognition and reward system.

Rewards Are Matched to What Instructor Values

Training managers tend to assume that what they value is valued by

instructors. This simply isn’t so, and when managers act on these

assumptions, they punish employees rather than reward them. Here

are two examples.

Barbara enjoys her work as well as her time off. She is a fine

instructor and quick to complete her classroom evaluation reports.
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They are consistently turned in on time, and they are accurate and

well-organized. Barbara’s boss, Bruce, thrives on responsibility. He’s

impressed with Barbara’s performance and says to her, “Barbara, you

are so good at doing these classroom evaluation reports, I’d like you

to do them for the rest of the instructor team.” While Barbara pon-

ders how she can get out of this new responsibility, Bruce walks

away confident that he has just rewarded a fine instructor.

Shirley is very ambitious. She has been promoted four times in

the last five years and spends what little spare time she has reading

business journals. She has twelve instructors reporting to her and

an opportunity to promote one of them to a demanding, yet excit-

ing, new position in a line organization. Of the twelve, three are

considered to have the potential to move up in the organization.

She thinks of Vashon as experienced, enthusiastic, and steady;

Maria as quick, hardworking, and professional; and Bill as talented,

bright, and energetic. Vashon values time with his family and would

consider anything that took him away from his family as a punish-

ment. Maria absolutely loves her work, considers herself a training

professional, and is determined to remain in the field. A move into

a line job, even if it meant a promotion, would be considered a 

punishment rather than a reward. Bill, on the other hand, would

jump for joy just at the prospect of being promoted. If Shirley

chooses to promote Bill, she will reinforce his excellent perfor-

mance. If she promotes either Vashon or Maria, she will be punish-

ing them for theirs.

There are two ways to identify what instructors value. One is to

observe their reactions to informal ways you recognize and reward

them and then act in accordance with their reactions. This hit-or-

miss system has some value, but there is a second method that is

easier and more effective. That is to simply ask them.

The Right Message Is Given

Most training managers have good intentions when it comes to rec-

ognizing and rewarding their instructors. What they don’t realize is

that many of the messages they send don’t carry out their good
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intentions. Look at the example above, where Bruce tells Barbara

that he would like her to do all the training evaluation reports. Not

only is he inadvertently punishing her for good performance, he’s

sending the wrong message to Barbara, as well as to other instruc-

tors who report to him. He thinks the message he’s sending is

“What a good job you are doing,” which would have been very

appropriate. The real message he’s sending is “The better job you

do, the more work you will be asked to do.” Sending the wrong mes-

sage is all too common. Let’s look at another example of this.

Barry has just completed an explanation of a difficult task and

has done it so well that Joyce, his training manager, is taken aback.

In an effort to reinforce Barry for this excellent performance, Joyce

says, “Barry, that was outstanding; I wish the rest of this instructor

team could do half as well, especially Jean and Mark. They really

seem to be having trouble with this lesson. I’m going to arrange for

you to sit down and coach those two.”

Joyce is really sending three messages here. The first message is

“You did an outstanding job.” The second is “I talk about others

behind their backs.” The third is “The better job you do, the more

work you get.” Joyce certainly intended to give the first message. It

was straightforward and appropriate. The second message was

clearly inappropriate. The third message was probably inappropri-

ate, unless Barry did in fact perceive the assignment to be a reward

or form of recognition for his outstanding performance. In all like-

lihood, Joyce would be surprised to learn that any part of her mes-

sage did not do the job she intended.

What Joyce should have said is something like “Barry, that was

outstanding. It was a very difficult lesson, yet you delivered it with

such ease and clarity that the participants found it easy to do. That

clearly exceeded what I expected. I think the rest of the instructor

team would really find value in hearing how you handled this 

lesson. If you’d like, I would be more than happy to get the 

team together so you can present how you did this. If you don’t care

to do this, I’d like to pass on to them what I observed. What would

you prefer?”
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There are a number of messages here, all appropriate. The first

message is “You did an outstanding job.” The second message is “I

care about the instructor staff and their development.” A third mes-

sage is “I will not infringe upon you simply because you have done

something well.” Another message is “I will let others know about

your outstanding performance.” Sending the right message requires

training managers to consciously think about what they intend to

communicate and how they will carry out their intentions.

The Reward Is Appropriate to the Performance

A trip abroad is generally not an appropriate reward for meeting

performance standards, and a pat on the back is too meager an

award for consistently exceeding expectations. This statement may

appear obvious, but it’s not. Just look at the following examples.

Company ABC introduced a new “personal best” program. The

purpose of the program was to increase the quality and quantity of

recognition by making it possible for employees to recognize one

another for outstanding performance. The program simply required

that examples of outstanding performance be documented and

passed on to the supervisor of the employee being recognized. Let’s

look at what happened.

Ashi spent many extra weekends supplementing a training les-

son that he and the other instructors were having trouble deliver-

ing successfully. After hours, he ran a program to enable the rest of

the instructor staff to use the supplemental material. Not only did

the revised lesson work, it actually cut out an hour of the program.

Four of Ashi’s peers wrote “personal best” recommendations on

Ashi and sent them to Frank, Ashi’s supervisor. Upon receiving the

first of these, Frank took the document to Ashi and took great care

to thank him. On the second occasion, he put the document on

Ashi’s desk without comment. On the third occasion, he tossed the

recommendation to Ashi and said rather flippantly, “What’d you

do, pay them to send me these things?” The fourth document he

tossed in the trash.
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Joe noticed that Mary “beat” the other instructors into the

office by twenty to thirty minutes each morning. Wanting to reward

this behavior, he wrote an anonymous “personal best” recommen-

dation. It had to be anonymous, he concluded, since he was Mary’s

supervisor. He gathered together all of the instructor and office staff

and presented Mary with a cake and the “personal best” recom-

mendation. He spoke on for some time about loyalty, dependabil-

ity, dedication, and so on. Mary seemed embarrassed by his kind

words, but Joe was pleased that he set such a good example.

Neither of these examples shows an appropriate response by

supervisors. Had Frank taken Joe’s approach and publicly recognized

Ashi, he probably would have won the hearts of the entire instruc-

tor team, in addition to appropriately reinforcing Ashi’s outstand-

ing performance. It would have been appropriate for Joe to simply

thank Mary for coming into work as early as she did. As it turned

out, Mary arrived at work early only so that she could be the first

one out of the office—a fact Joe did not know.

Rewards and Recognition Are Given 

Creatively and Resourcefully

When asked what form of recognition or reward they most value,

most employees quickly specify money. Yet when asked to recall a

time they felt especially well rewarded or recognized, the answer

usually has nothing to do with money. Money, like water, tends to

evaporate. Shortly after you’ve been given some, you want some

more. While a raise or a cash bonus can serve as a short-term moti-

vator, it seldom provides long-term satisfaction, even though a lack

of money can be a tremendous source of dissatisfaction.

We’ve asked hundreds of employees to describe a time in their

careers when they felt especially well recognized or rewarded.

About 5 percent of those responses had something to do with

money. Most people described occasions when someone took great

care to let them know their work was valued. Sometimes it was a
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simple thank you, a letter to a higher-up, a spontaneous standing

ovation, or a special treat or assignment. It even took the form of a

letter describing the impact the employee had on the life of another

person. At other times, it was a more elaborate and public form of

recognition or reward, such as a formal presentation, a potluck din-

ner, a surprise party, a trip, or a night out on the town honoring the

employee. Often these rewards came from a boss. Sometimes they

came from employees or peers or participants in a class.

More often than not, these valued forms of recognition and

rewards cost little or nothing. However, they require some thought

and effort, and sometimes they require resourcefulness or creativity.

A manager’s ability to recognize and reward employees is limited

only by a lack of creativity or resourcefulness, not by money. The

formal mechanisms of recognition and reward (salary increases,

bonuses, promotions, and so on) are usually well defined in organi-

zations and leave little room for flexibility when it comes to giving

the reward. Consequently, training managers must draw upon their

own resourcefulness and creativity to find ways to recognize and

reward instructors for excellent performance.

Exhibit 13.1 lists ninety-nine ways to recognize and reward

instructors without adding to the manager’s budget. In selecting

among them, training managers must take into account what spe-

cific instructors value. Any one item may be viewed as a reward by

one instructor and a punishment by another. A good way to find

out what your instructors value is to show them the list and ask

them to check those items that they value and add items that are

not on the list.

Rewards and Recognition Are Given Sincerely

Training managers who are sincere when rewarding and recognizing

instructors reinforce excellent performance. No matter how well a

manager tries to cover up insincerity, it is easily spotted by the receiver.

When this happens, the receiver is usually left feeling insulted.
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Exhibit 13.1. Ninety-Nine Ways to 

Recognize and Reward Instructors
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□ 1. simple thank-you

□ 2. handshake

□ 3. pat on the back

□ 4. memo to higher-ups

□ 5. memo to peers

□ 6. company news article

□ 7. private recognition

□ 8. attendance at conference

□ 9. time off

□ 10. sit in for boss

□ 11. special project

□ 12. choice of hours

□ 13. offer flex time

□ 14. employee of the month

□ 15. special parking space

□ 16. telecommuting

□ 17. telling a third party

□ 18. testimonials

□ 19. special freedom

□ 20. more work

□ 21. less work

□ 22. advanced training

□ 23. excluded from training

□ 24. tell others about work

□ 25. selected to lead groups

□ 26. private phone

□ 27. special assignment

□ 28. choice of assignment

□ 29. participation in decisions

□ 30. represent company

□ 31. represent boss at meetings

□ 32. business trip

□ 33. solicit instructor’s ideas

□ 34. attend company training

□ 35. more access to information

□ 36. redesign job

□ 37. get to teach others

□ 38. position as role model

□ 39. letter to personnel file

□ 40. note on bulletin board

□ 41. better equipment

□ 42. additional supplies

□ 43. publicizing accomplishments

□ 44. floor meeting recognition

□ 45. something named for person

□ 46. put on accelerated program

□ 47. waiver from procedures

□ 48. use of voice mail
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□ 49. gifts

□ 50. more responsibility

□ 51. less responsibility

□ 52. new title

□ 53. card

□ 54. standing ovation

□ 55. good job move

□ 56. added time with boss

□ 57. more observing time

□ 58. less observing time

□ 59. facilitate training

□ 60. photo display

□ 61. special support

□ 62. visible projects

□ 63. important projects

□ 64. motivational feedback

□ 65. certificates

□ 66. letters of appreciation

□ 67. given preferred duties

□ 68. more varied duties

□ 69. more creative tasks

□ 70. increased authority

□ 71. set own goals

□ 72. schedule self

□ 73. coupons

□ 74. home-baked item

□ 75. status symbols

□ 76. inclusion in meetings

□ 77. exclusion from meetings

□ 78. time with higher-ups

□ 79. picture in newspaper

□ 80. more office space

□ 81. party

□ 82. potluck

□ 83. free meal

□ 84. gold stars

□ 85. post results

□ 86. commendations displayed

□ 87. exposure to top management

□ 88. commendations forwarded

□ 89. work examples displayed

□ 90. nomination for awards

□ 91. relief from aversive work

□ 92. approval of requests

□ 93. self-management

□ 94. more requests for input

□ 95. given promotional items

□ 96. recommendations accepted

□ 97. flowers from the garden

□ 98. handmade presents

□ 99. company outings
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Rewards and Recognition Are Given Privately 

(Any Time) and Publicly (Often)

To reward and recognize instructors privately is always appropriate;

to do so publicly is appropriate so long as it does not terribly embar-

rass the receiver. When you publicly reward and recognize instruc-

tors, you are sending several messages. First, you are saying that you

value what the instructor has accomplished; second, that you care

enough about excellent performance to take the time to reinforce

it; and third, that excellent performance is the model for other

instructors within the organization. If an instructor would be greatly

embarrassed by such public reinforcement, then it is best to reward

or recognize the individual privately.

Occasionally, supervisors fear that any form of recognition or

reward above and beyond what is absolutely required will cause

employees to expect more and more. In our experience, this seldom

happens. Employees who receive abundant recognition and rewards

are genuinely grateful about what they receive and realistic about

their expectations for more.

The five steps to recognizing and rewarding instructors are essen-

tially the same ones you follow to provide motivational feedback.

Step 1. Provide the reward or recognition immediately follow-

ing or as close to the performance as practical. Most informal forms

of recognition and rewards can be given immediately following per-

formance. Some of the more formal ones, like compensation, are

given at set times; these you should arrange for as soon as you can.

Step 2. Link the reward or recognition to the performance you

observed or monitored. Specifically describe the performance.

Step 3. Tie the performance to the job expectations. Let 

the instructor know what expectations were addressed by the 

performance.

Step 4. Explain how the performance met or exceeded expec-

tations. Let the instructor know that the reward or recognition is a

consequence of meeting or exceeding performance expectations.

Step 5. Encourage the individual to continue this kind of 

performance.
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Instructor Responsibility for Rewards

Many instructors feel helpless when it comes to taking responsibil-

ity for the rewards they receive. Nonetheless, the fact is that

instructors can affect the rewards they receive, as the following story

demonstrates.

Each December, Bob would arrange to meet with his boss. He

would tell his boss that it was his intention to be an outstanding

performer and that he had developed a set of objectives for the

coming year. He would say that he wanted to review them with his

boss to be sure that everything his boss wanted done was included

and that none of the objectives were inappropriate. He would pro-

ceed to add and delete objectives, as appropriate. He would then

ask his boss to imagine that the coming year was at an end and that

Bob had successfully completed the objectives set. Would his boss

view Bob’s performance as having met, exceeded, or fallen short of

what he expected? Bob’s desire was to exceed his boss’s expectations

so, depending on the answer to his question, he would either ask,

“What do I need to add to this list to exceed your expectations?” or

“I’m glad you said ‘exceeded,’ because that is exactly what I want to

do.” He would then say, “To make it easy for you to know that I am

on track, I will document the progress I make toward these objec-

tives and review the documentation with you each quarter. That

should also make it easy for you to document my performance

appraisal.” Bob knew that as long as he stuck to his program (met

his objectives and carried out his commitments), he would receive

an outstanding performance appraisal and the rewards that accom-

pany an outstanding performance rating.

In effect, Bob was implementing an employee-driven perfor-

mance appraisal system in an organization without one. If your

company does not have such a system, you can use what you’ve

learned here to let your boss know what you intend to accomplish

in the coming year and implement your own performance plan to

ensure that you receive adequate rewards. If your company does

have such a system, be aggressive in endorsing it and finding 

ways to make it easy for your boss to successfully implement it. For

Recogniz ing  and Rewarding Instructors 211



example, take the time to document progress you make toward your

objectives. Instructors can’t guarantee that they will receive 

adequate rewards, but they can take responsibility for putting them-

selves in positions that make it likely.

The same can be said for ensuring that the rewards received are

valued ones. Earlier, you read that the best way for training man-

agers to know what rewards instructors value is to ask them. How-

ever, you don’t have to wait to be asked to let your training manager

know what rewards you value. If a reward for you is time off, let your

manager know. If your big reward is a promotion, let your manager

know. If your reward is staying where you are in a field of work that

you love, let your manager know. When it comes to the many infor-

mal means of recognition and reward, use Exhibit 13.1 to let your

manager know which of the ninety-nine items on the list you value.

This may be uncomfortable for you, but use common sense and do

it anyway. Most managers will appreciate knowing what you value;

those who don’t appreciate it need to know anyway.

By making the best use of existing reward and recognition pro-

grams, training managers can find many ways to reinforce excellent

performance by instructors. Although it is difficult to substantially

affect most of an organization’s formal reward program, there is one

area that can be easily affected: instructor development, the focus

of the next chapter.
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14

DEVELOPING INSTRUCTORS 

AND THEIR CAREERS

Instructors will perform with excellence if they are

developed to perform with excellence.

In this chapter, training managers will learn how to develop instruc-

tors to perform with excellence in their current and future jobs, and

instructors will learn how to take responsibility for their own pro-

fessional development. In most organizations, development, if it

even exists, is generally aimed at the stars and the fast-trackers of

the group. This is a serious mistake. Most instructors, like most

employees, aren’t stars or fast-trackers. What this means is that

most instructors do not receive any development, regardless of how

well they perform. When development does occur, it is almost

always self-initiated.

Development is a means to create excellent performance in all

instructors. As such, it is not just a way of moving up. It is also a way

of moving sideways, staying in place, or even moving backward.

A good development system helps training managers and instruc-

tors carry out their respective responsibilities for development. We’ll

look at development first from the training manager’s point of view

and then from the instructor’s point of view. Let’s begin by looking at

the ten characteristics of excellent development.

1. It is a responsibility of both training managers and instructors.

2. It is an ongoing process rather than a single act.

3. It is based on the instructor’s performance and potential,

rather than on the manager’s ability to “sell.”
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4. It addresses all instructors, not just the stars.

5. It bases appropriate development steps on the instructor’s 

performance, potential, and aspirations.

6. It is realistic and enhanced by the agreement of higher 

management.

7. It recognizes that “up” is not the only way.

8. It respects differences among instructors and their values.

9. It is conducted in private, yet openly and genuinely.

10. It is documented in a development plan, and it begins on

day one.

In the following pages, you will explore the impact that these

characteristics have on the development and performance of

instructors.

Responsibility for Development

Responsibility for instructor development is not a shared responsi-

bility. Instructors are 100 percent responsible for their own 

development, and training managers are 100 percent responsible

for the development of their instructors. Training managers are

responsible for the development of all instructors, not just the 

stars and fast-trackers. Instructors should not read this to mean

that their supervisors will take care of them. The idea that 

“the company takes care of you” is long extinct. Instructors who

initiate and carry out their own development will come away with

a clear sense of who they are, where they are headed, and how to

get there.

Although development is an ongoing process rather than a 

single act, many managers look upon development as something

that occurs annually, usually to meet an organizational goal or 

commitment. When development is treated as an annual event, it

is unlikely to have much effect on performance. This is akin to

exercising once a year and believing that the event has much to do

with your state of physical fitness.
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If managers look at development as an ongoing event, they will

recognize how development affects performance. For example,

motivational feedback, developmental feedback, informal recogni-

tion, progress reviews, and annual discussions of performance and

development are all a part of the developmental process. By imple-

menting the instructor performance system in this book, training

managers will be able to treat development as an ongoing process.

Unfortunately, in most organizations, development simply does

not take place. When it does, it is usually thought of in terms of

promoting people. This is a mistake, which is usually played out in

the following way. Each manager is given an opportunity to tell why

his or her employee should be promoted. Since managers often con-

sider it feathers in their caps to get to do this, they quickly learn

that the way to get employees promoted is to “sell them” and attack

the weakness of other candidates for promotion. The end results are

often disastrous because the promotion decision has more to do

with the manager’s sales ability than it does with the candidate’s

performance and potential. Promotions, like all other forms of

development (lateral job moves, staying in the current position,

temporary assignments, special project work, downgrading, and so

on) should be based on performance and potential.

Rating Performance and Potential

Judging performance is easy. Simply use the instructor’s perfor-

mance record (appraisal and progress reviews) to rate his or her 

performance on the following scale.

Scale for Rating Performance

VH = Very High

H = High

MH = Medium High

M = Medium

ML = Medium Low

L = Low
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VL = Very Low

U = Unknown (too little evidence to evaluate performance)

Some organizations conduct formal assessment programs that

provide data that can be used to judge an employee’s potential. If

you have this capability, then the data you need to make such judg-

ments are at your fingertips. However, most organizations don’t

have access to assessment centers. When such data are lacking, use

your best judgment and the judgment of others to determine the

movement potential of instructors: up, sideways, stationary, down,

or out. Although these judgments are not scientific, they are the

judgments managers make daily. The following scale provides a

practical way of making these judgments.

Scale for Rating Potential

Very High (VH) = potential to move up two levels

High (H) = clear potential to move up one level, maybe two

Medium High (MH) = potential to move up one level only

Medium (M) = may or may not be able to move up one level;

can grow in current level

Medium Low (ML) = unlikely to move up

Low (L) = will not move up

Very Low (VL) = will not move up; may move laterally or

downward

Unknown (U) = too little evidence to judge

Factors to consider in making these judgments include capabil-

ity, aptitude, experience, and style. How you rate the performance

and judge the potential of instructors will help you decide how best

to develop them.

Development Groups

From a developmental point of view, there are roughly six different

groupings of instructors, ranging from those who are high perform-

ers and are judged to be going higher in the organization to those

216 Instructor  Exce l lence



who are low performers and are judged not to be going any higher.

There is also a group considered either too new or too invisible to

rate in terms of either performance or potential.

By limiting development to those individuals who are considered

to be going somewhere, managers do a gross disservice to the rest of

the employee population, as well as to themselves. Consider for a

minute those employees who are high performers but who are not

going to move up in the organization. It is absolutely criminal not to

develop this group of high-performers. They are often the core of an

organization, the experts, and the professionals. Their continued

excellent performance is dependent, in part, on such reinforcement.

Effective development begets effective performance; conse-

quently, to limit the development of any single group of performers

is downright dumb. If excellent performers do not have the oppor-

tunity to stay abreast of their profession, to keep up their expertise,

and so forth, their performance is likely to plummet. The following

identifies each of the development groups.

Identifying Developmental Groups

High Performance/ These are the stars and fast-trackers, 

High Potential excellent performers who are judged

to be moving up in the organization.

High Performance/ These are good, solid performers 

Low Potential who are judged not to be going any

higher. They are often people who

have reached a high level of exper-

tise or professionalism. They may be

at the pinnacle of their careers. They

may stay in place or move laterally.

Low Performance/ These are people, usually few in 

High Potential number, who are having trouble in

their current assignments but are

judged to have potential to move up.

They are almost always mismatched

to their jobs.
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Low Performance/ This is a group of performers who are 

Low Potential performing at low levels and are

judged to have little or no potential

to move up. They may stay in place,

move laterally, drop back, or leave.

Unknown Performance These are people who are either too 

and/or Potential new in the organization to be rated

or who are in invisible (remote) jobs.

Medium Performance These are people whose performance 

or Potential or potential hovers between high

and low. Treat them as if their per-

formance or potential were high. If,

after a year or so, they do not clearly

demonstrate high performance or

high potential, then put them into

one of the other groupings.

No grouping is more important than another when it comes to

development. It is important that training managers reinforce 

and develop all groups to perform in one of the high-performance 

categories. To do this requires training managers to identify spe-

cific developmental steps for each of these groups. For example, any

development activity that prepares an instructor for upward move-

ment is appropriate only for those instructors who are considered to

be high performers with high potential to move ahead. Develop-

mental steps that are intended to reinforce excellent performance

are perfect for the high performer who is not moving forward.

Exhibit 14.1 identifies the appropriate development steps for each

group of instructors. As you can see, the developmental steps sug-

gested for each group of performers differ widely. By applying appro-

priate developmental steps, you increase the likelihood that all

instructors will remain in or move into one of the high-performance

categories.
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Exhibit 14.1. Appropriate Development Steps

High Performance/High Potential

• Promotion

• More responsibility

• More decision-making powers

• Exposure to other business areas

• Opportunity to manage

• Increased span of supervision

• Key job assignments

• High-risk job assignments

• Key job moves

• Lateral move to prepare for promotion

• Important special project

• Educational experiences that prepare for future advancement

• Anything upward

High Performance/Low Potential

• Opportunities to update skills or knowledge

• Experiences that enable instructors to stay abreast of their

field of expertise

• Attendance at professional conferences

• Involvement in professional groups

• Being selected to represent organization to others inside and

outside the organization

• Opportunities for advanced training

• Public recognition
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Low Performance/High Potential

• Skills training

• Quick job move to match skills

• Change in supervision

• Opportunity to gain knowledge of the business

Low Performance/Low Potential

• Another chance in same or different job under same or 

different supervisor

• Downgrading

• Outplacement

Unknown Performance and/or Potential

• Time in job

• Visible work assignments or special projects

• Exposure to decision makers

• Periodic review of work

Medium Performance or Potential

• Treat as you would those with high performance or potential

initially

• Treat as you would those with low performance or potential

thereafter
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Reaching Agreement on Development

To be effective, development must be realistic, and to be realistic, it

must be based on agreement at higher levels. If development plans

are put together by instructors and their training managers without

the agreement of higher management, the likelihood of these plans

being realized is not very great. Nothing is more damaging to future

performance than for employees to spend a year or more carrying out

development plans put together with their training managers only

to have the training manager’s boss say, “I don’t agree.”

It is even more effective if the agreement extends to the train-

ing manager’s peers. There are two reasons for this. First, these

peers generally hold views about the performance and potential of

all the instructors. Regardless of their validity, these views will

affect the development of the instructors. By formalizing peer

involvement in the development process, the training manager 

has the opportunity to correct invalid perceptions as well as to

bring valid concerns out into the open. Second, by involving

peers, the training manager is getting several people to focus their

attention on the development of each instructor. This will increase

the likelihood that developmental activities will come about as

planned.

Frankly, most training managers have never experienced a 

productive development session (one based on agreement). Most

development sessions that managers participate in are based on

disagreement. As we saw earlier, those sessions are typically con-

ducted to determine who will be promoted. They typically begin

with training managers presenting their own candidates (and

knocking down any others) and end with the boss picking the 

candidate whose training manager does the best selling job. There

are five steps you can take to gain agreement on a development

plan.

Step 1. The training manager and the boss and peers of the

training manager should be given a list of instructors and asked to

rate the performance and potential of each instructor anonymously,
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using the rating scales given previously. This can be done in

advance of a scheduled meeting or at the beginning of the meeting.

Step 2. Without comment, the boss posts the ratings for all 

to see. Executing this step as it is stated is critical. Posting 

ratings without comment reduces the managers’ need to be defen-

sive and increases the likelihood that disagreements will be

resolved easily.

Step 3. The boss circles those names where there is basic agree-

ment. For example, if you rate an instructor as a very high performer

and your peers rate that instructor as a high performer, you are in

basic agreement. If you rate an instructor as a high performer and a

peer rates the same instructor as a medium or medium-low per-

former, you are not in basic agreement because you are more than

one step apart. More than likely, there will be agreement on most

(if not all) of the names on the list.

Step 4. Everyone should discuss those names on which there is

no agreement and come to a consensus rating decision. Begin by

checking out whether the opinions expressed are strongly held.

This will help the group come to agreement, as often some of the

more divergent views expressed are not strongly held. This process

enables people to change their views without feeling they are

cemented to them. If agreement can’t be reached, defer to those

who know the instructor best. This usually includes the instructor’s

supervisor.

Step 5. Once agreement is reached on the ratings for all instruc-

tors, use Exhibit 14.1 to identify the appropriate developmental

steps for each instructor and identify what each participant can do

to support the plans developed.

This process weeds out the vast majority of problems usually

associated with developmental sessions. Because this process is based

on agreement rather than competitive positioning or sales skills,

these sessions seldom turn into disasters. Over and over again, man-

agers have been astounded at how productive these sessions can be.

By having a team of managers in agreement on the development of
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each instructor, you increase the likelihood that developmental

plans will come to life.

Forms of Development

In most organizations, when people talk about development, they

talk in terms of upward movement. However, the fact is that

upward movement is only one form of development. Staying in

place, moving sideways, and even moving downward are all legiti-

mate forms of development.

By thinking of development only in terms of upward move-

ment, managers inadvertently send the message that all other forms

of development are suspect. Frankly, it’s hard to imagine an organi-

zation that would truly want all of its employees clamoring to get to

the top. The resulting frustration would be enough to topple most

organizations. When managers validate other forms of develop-

ment, the stigmas associated with them disappear.

For instructors who do aspire to move higher in the organiza-

tion and who are judged to have the capability to do so, there is no

problem. Managers simply have to treat these individuals as they

would any high-performance, high-potential employee. This may

include promotions, but it may also include good lateral job moves

in preparation for a future promotion. Occasionally, it may include

stepping back to take an assignment that provides the employee

with expertise needed to move forward.

Managers need to respect the aspirations of instructors who

want to remain in the training field. Managers should develop these

instructors as they would other high performers who are not mov-

ing forward in the organization.

Managers should treat instructors who are having trouble in

their assignments as they would others who are performing below

standard. That is, they should arrange a quick, lateral job move for

instructors mismatched to their jobs and pursue downgraded assign-

ments for those instructors who are poor performers and who are
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judged not to be moving forward in the organization. For some,

these moves may not look like development because they are so

uncomfortable. However, development is sometimes uncomfort-

able, and in these cases training managers need to manage the dis-

comfort to the best of their abilities.

Many workers in the early to mid twentieth century could be

neatly categorized as “company loyalists.” These individuals tended

to do what they were told without question and believed the com-

pany would take care of them. They were thrilled to know they had

jobs for the rest of their working lives. They valued security above

all else—and with good reason. Having a secure job meant that

they could find shelter, feed and educate their children, and proba-

bly live and die with some dignity and respect. Staying in place was

all the development this group of people required.

Workers today are as diverse as their values. They are people of

all ages, colors, religions, and cultures. They are men and women,

straight and gay, abled and disabled. They are married and single;

they include single parents and dual-income couples. They speak

different languages, attain different educational levels, and repre-

sent divergent beliefs.

There are still company loyalists. In addition, there are others

who work because they love the work itself and those who work

because work provides them with the money that enables them to

do what they really want to do in life, whether it be sailing, acting,

gardening, or simply spending time with their families. Some of

these people want to move up the corporate ladder; others clearly

do not. By recognizing and respecting these diversities, managers

can develop their employees in ways those employees value.

The Importance of Privacy

Developmental discussions are very personal and must be con-

ducted privately to avoid any form of embarrassment and to avoid

unnecessary and potentially damaging competitiveness. To conduct

these sessions publicly is to ask for poor performance.
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In Chapter 12, you read that for feedback to be effective, it must

be given sincerely. This principle holds true for developmental dis-

cussions: What is communicated must be genuine. This means that

if an instructor aspires to be a training manager or a vice president

and the team of managers who make development decisions do not

see the employee as having potential to make such a move, the

employee should be told so. For many managers, this will be new

behavior. Frankly, however, it makes more sense than dangling a

carrot in front of someone you know isn’t going to go anywhere. It

is important that managers develop their skill in conducting these

kinds of discussions (a topic that is explored later in this chapter).

The Development Plan

A documented development plan serves to formalize the develop-

ment process. It is a tool that can be used to plan, monitor, and

assess developmental progress. It is prepared by the training man-

ager with input from the instructor and the training manager’s peers

and boss.

The instructor development plan in Exhibit 14.2 is an easy tool

to use in planning and carrying out developmental activities and

discussions. It is also a useful tool for reviewing instructor develop-

ment with your boss and peers and one you can begin using the first

day the instructor appears on the job. Beginning development of

instructors on their first day goes a long way toward developing and

retaining excellent performance. In most organizations, develop-

ment, if it exists at all, begins when a problem arises. Yet during

interviews, most training managers note instructor skills that

require strengthening. The time to begin exploring development of

these areas is immediately.

Let’s look at two scenarios. Jane has just selected Brent as her

new instructor. She tells Brent she’s happy to have him on board and

proceeds to tell him all about the job and the organization he has

joined. Jane selected Brent because he was the best candidate avail-

able. Although she was somewhat suspicious of his decision-making
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Exhibit 14.2. Instructor Development Plan

Begin by filling out the data required at the top of the form. Then

complete Section 1 (long-term career interests) by gathering input

from the instructor. To complete Section 2, refer to the list of

instructor requirements from Exhibit 2.1, the various feedback

tools (Exhibits 12.1, 12.2, 12.3, 12.4), and data collected from the

developmental session conducted with your peers and boss. You

can use this same information plus suggestions from the instructor

to complete Section 3. To complete Section 4, note what, if any,

job movement is planned in the near future. Finally, note the dates

of development reviews and follow-up discussions.

Name: _________________ Organization:_________________

Title: _________________________ Time in Job: __________

Performance/Potential Rating:

1. Long-Term Career Interests:

2. Skills or Knowledge Requiring Development:

3. Specific Actions:

4. Timetable:

5. Short-Term Focus (remain in current job, lateral move, 

promotion, other):

First discussion held on: _____/_____/_____

Follow-up discussions held on: _____/_____/_____
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skills, she decided not to say anything about them since he is so new

and she wasn’t able to clearly pinpoint her concern. “If he has a

problem, I’ll find out about it,” she thought. She was right. Not six

months passed before Jane began to hear a number of complaints

from trainees about classes starting late and being canceled without

notice. Upon further investigation, Jane found that Brent started

every class late, waiting anywhere from five to thirty minutes before

beginning. In addition, she discovered that Brent had canceled three

programs within the last month alone, and on one of these occasions

had failed to give any notice whatsoever. Suddenly, Jane has a seri-

ous performance problem on her hands.

It is typical of training managers not to say anything when they

suspect a particular skill problem. Instead, they wait and see

whether what they suspect actually becomes a problem. Nine out of

ten times it does. At that point, the training manager faces the

often difficult task of trying to correct the performance problem.

Now look at the same scenario, but with a twist. Jane selects

Brent as a new instructor. She is very pleased with this selection, 

as Brent possesses a number of excellent skills and was clearly the

best candidate she interviewed. She is concerned about his decision-

making abilities, although she can’t exactly pinpoint her concern.

She has invited Brent to meet with her on his first day on the job.

Jane tells Brent that she is thrilled he has accepted the assign-

ment and adds that he was clearly the best candidate she inter-

viewed. She then proceeds to let him know that she wants to

review all the skills she was able to see as a result of the interview

and follow up by exploring areas that either or both of them would

like to see him develop. She goes through the long list of skills and

qualifications that contributed to his being selected and asks Brent

whether he has any questions. He says no.

Jane then says that she wants them to explore areas of skill that,

if strengthened, would increase the likelihood of his being a suc-

cessful instructor. She asks whether he has any questions, and he

says no. Jane then tells Brent that coming away from the interview

she sensed that he might need to develop his skill in decision 
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making. She asks him if decision making is an area he would like to

develop. He proceeds to tell her that decision making is a skill he

has wanted to work on for some time now, but that he hasn’t felt

comfortable telling anyone lest the person think he was lousy at

making decisions. She thanks him for his candor, and they reach

agreement on a training program specifically aimed at developing

such skills. Brent develops into a fine instructor who starts classes

on time and doesn’t cancel them inappropriately.

The primary difference in the above two scenarios is that in one

Jane addressed the problem before it arose and in the other she

waited until after it had arisen. By beginning development on day

one, she was able to help Brent develop his decision-making skills

before experiencing performance problems. By addressing develop-

ment on day one, she also made it clear to Brent that he could talk

to her about potential problems without fear of reprisal.

Steps to Effective Development

Training managers can take six steps to ensure successful develop-

ment of instructors.

Step 1. Evaluate the instructor’s performance and judge his or

her potential, using the rating systems described in this chapter.

Step 2. Prepare a preliminary development plan, using the list

of developmental groups, the list of appropriate development steps,

and Exhibit 14.2. It’s a good idea also to refer to Exhibits 2.1, 12.2,

12.3, 12.4.

Step 3. Gain appropriate agreement with your boss and peers

on instructor performance ratings and judgments of potential. Fol-

low the steps to reach agreement on instructor development out-

lined in this chapter and complete the instructor development plan

in Exhibit 14.2.

Step 4. Prepare for the career discussion. Review the results of

Steps 1 through 3, determine the kind of discussion you are going

to have, and develop your theme-and-cue statements.
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Step 5. Conduct the career discussion. Confirm the instructor’s

aspirations and resolve any differences. Revise (if appropriate) and

reach agreement on the instructor development plan.

Step 6. Monitor progress. Conduct follow-up sessions as appro-

priate and monitor progress toward the objectives outlined in the

instructor development plan.

Steps 1 through 3 have already been covered in this chapter.

Consequently, the focus here will be on Steps 4, 5, and 6. Let’s

begin with Step 4.

Preparing for the Career Discussion

To prepare for the career discussion, the training manager needs to

review the material from Steps 1, 2, and 3 above. Then the training

manager needs to determine the type of discussion to hold. There

are four possibilities: announcement, fact finding, agreement, and

problem solving.

Announcement is a perfect form of communication when you

have the task of telling someone something over which he or she

has no real choice. Outplacement or downgrading are examples of

when this form of communication is required. In these instances,

the training manager simply makes the necessary announcement

and checks to see that the instructor understands it.

Fact finding is the right form of discussion to use when training

managers want to identify the instructor’s aspirations or development

plans. In fact-finding discussions, training managers state the purpose

of the discussion and proceed to ask the instructor to provide the facts.

Agreement is the ideal form of discussion when training man-

agers want instructors to work with them to do something. Making

joint decisions on appropriate developmental steps is a good exam-

ple of an agreement discussion. In an agreement discussion, the

training manager announces the purpose of the discussion and then

asks the trainer to offer his or her ideas, suggestions, and so forth, in

an effort to reach agreement.
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Problem solving is the right form of discussion to use when you

have a performance problem or a development problem. For exam-

ple, this kind of discussion would be held with instructors who con-

sistently fail to keep agreements. In problem-solving discussions,

training managers state the problem and then proceed to ask

instructors what they are going to do to solve it.

Once training managers identify the kind of discussion they are

going to conduct, they need to develop their theme-and-cue state-

ments. As you may recall from Chapter 12, a theme statement is a

statement of the purpose of the discussion. A cue line is the 

question you use to invite the other person into the discussion.

Recueing is simply repeating the cue line. Let’s look at how 

these statements can be used effectively in the four types of 

discussion.

Announcement. An example of a good theme statement for this

type of discussion would be something like “The purpose of this

meeting is to let you know that you are scheduled to attend a four-

hour career exploration session in the company cafeteria this com-

ing Monday.” A good cue line for this theme statement might be

“Do you need any other information to get to the session?” Another

example of a theme statement for an announcement discussion

might be “On the first of April, the company will be introducing a

series of employee development workbooks, which are intended to

help you focus your current and future development.” This can be

followed up by using a cue line something like “Can you tell me

what’s being introduced?”

Fact Finding. One example of a theme statement for a fact-

finding discussion is “The purpose of this session is to begin dis-

cussing your career development.” This may be followed up with

the cue line “Can you tell me what you aspire to do in your career?”

Another example: “I’ve had a couple of people tell me they simply

didn’t understand the point of the first morning lecture [theme

statement]. Can you tell me if this is typical or simply a fluke 

[cue line]?”
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Agreement. “The purpose of this meeting is to set objectives for

introducing the new employee development workbooks” is a good

theme statement for an agreement discussion. “What targets do you

have in mind?” is a good follow-up cue line. Another example: “Lucy,

I would like to use this time for the two of us to come up with a list of

ways to make you more competitive for that sales job you desire

[theme statement]. What thoughts do you have about this [cue line]?”

Problem Solving. A good example of a theme statement and cue

line for this type of discussion is “Perry, you have been late four

times this past month, and on each occasion we have lost trainees

as a result. As you know, that exceeds what is acceptable and is pos-

ing a problem in the classroom [theme statement]. I want to know

what you are going to do to be on time every day [cue line].”

Another good example: “Shirley, you are using closed questions to

try to open up discussions, which simply isn’t working, as you are

getting very little response from participants. We have discussed

how to use closed questions on two other occasions, yet I do not see

a change in your questioning techniques. This is a problem because

it does not meet what is expected of you [theme statement]. I want

to know what you are going to do to correct the problem [cue line].”

A third example: “Ali, you want to move into the senior instructor

position, yet you haven’t arranged to attend the company training

required to be a senior instructor, nor have you gone outside the

company to develop equivalent skills. You have got to do one or the

other to be a senior instructor [theme statement]. What I want to

know is, what are you going to do about it [cue line]?”

By developing a good theme statement for developmental dis-

cussions, you will ensure that your discussions are clear and to the

purpose. By developing a good cue line, you will direct the way

instructors participate, and by recueing and preparing for potential

problems, you will keep the discussion focused. Once you have

determined the type of development discussion to hold and 

have written your theme-and-cue statements, you are ready to con-

duct the career discussion.
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Conducting the Career Discussion

If this is your first career development discussion with an employee,

begin by conducting a fact-finding discussion to identify his or her

aspirations. If this is a subsequent discussion, begin by confirming

the person’s aspirations. The second part of the discussion is likely

to be an announcement. This is where you let an employee know

whether his or her aspirations and the management team’s percep-

tions of his or her abilities are in agreement. For example, if the

instructor aspires to move up two levels in the organization and the

management team perceives the instructor as having that potential,

then everyone’s perceptions are in agreement and the instructor

should be told so. However, if the management team does not think

the employee has the ability to move beyond the current level, then

everyone’s perceptions are not in agreement and the employee

should be told this as well.

The next step in the discussion may be agreement or problem

solving, depending on whether a problem emerged in the preceding

part of the discussion. If there was no problem or if any problems were

satisfactorily resolved, then the discussion should proceed to the

agreement phase, in which you jointly identify developmental steps

that are appropriate for the instructor’s aspirations or the manage-

ment team’s perceptions. This step should enable you to complete a

final draft of the instructor development form in Exhibit 14.2. If prob-

lems were not resolved, then give the instructor some time to think

about the feedback before proceeding. Eventually, either agreements

are reached regarding development or the training manager simply

announces the developmental steps the instructor must follow.

Finally, training managers should schedule progress reviews to

ensure that the development activities are being carried out as

scheduled and to make alterations to plans, as necessary.

Monitoring Progress

A plan is only as good as the people who make it work. Consequently,

training managers must monitor progress toward the attainment of
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the instructor development plan on a regular basis. A quarterly

review is sufficient for most instructors. Training managers may 

want to monitor developmental progress of new instructors more 

frequently.

Monitoring progress toward developmental goals is an impor-

tant step in the development program. By monitoring progress,

training managers increase the likelihood that development plans

will come to fruition and that instructors will develop into excel-

lent performers.

In all three of the last steps of instructor development (preparing

for the career discussion, conducting the discussion, and monitoring

progress), instructors too have a responsibility. That responsibility

includes preparing for development discussions, carrying out the

development activities agreed on, and monitoring progress toward

achievement of the instructor development plan. By taking respon-

sibility for these steps, instructors can do much to ensure that these

plans come to life.

Training Instructors

One of the most common forms of instructor development is train-

ing. Training is required to equip new instructors with the skills and

knowledge to deliver training in accordance with the instructor

performance standards and to help experienced instructors develop

and strengthen their repertoire of skills. Let’s take a look at this

form of development before we explore the instructor’s responsibil-

ity for development.

Instructors can expect to participate in an array of training pro-

grams. These include basic and advanced train-the-trainer pro-

grams, courses in specific subjects, specified skill development

programs, seminars, company programs, and courses intended to

prepare them for other assignments.

While all of the above programs have their part in developing

excellent instructors, none is as important as the program to 

equip instructors to deliver training in accordance with specified 
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standards of performance—the basic train-the-trainer program. An

up-front investment in a good train-the-trainer program will yield

long-term benefits in the form of excellent long-term performance.

Hundreds of programs are touted as good train-the-trainer 

programs, but only a handful actually do the job. Many programs

simply focus on presentation skills. Others tend to put forth out-

moded training methods. Some do a partial job; few are complete.

Training managers can assess the quality of these programs by

how well they equip instructors to deliver training in accordance

with the instructor performance standards listed in Chapter 4. A

good train-the-trainer program (see CD-ROM) will equip instruc-

tors to effectively prepare for class, gain participation, employ ques-

tioning techniques, develop platform skills, meet content and

sequencing standards, use training aids, and evaluate instruction.

To know how well a particular program does the job, training man-

agers must thoroughly review course objectives and mesh these with

the performance standards in Chapter 4. Reviewing course objec-

tives is key to selecting all good training programs, whether they be

designed to provide basic or advanced instructor training, to build

skills, or to prepare instructors for future assignments.

Instructor Responsibility for Development

You are responsible for your own development. It may help you to

know what you can expect to go through as you proceed through

this lifelong and sometimes difficult process.

You can expect to go through several different stages of devel-

opment in your career. First, you will go through a period of assess-

ment, when you take a look at who you are and what you aspire to

become. Then, you will go through a period of exploration, when

you begin to explore potential areas of work and even try out a few

before you move to the next stage, which is growth. Growth is the

stage during which your development seems rapid. It is a period of

great accomplishment, usually accompanied by hard work and great

excitement. It is followed by a time of settling down or leveling off,

when accomplishments seem to come easily. You feel comfortable
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in your work and are at the pinnacle of your career. In the latter part

of this stage, it is likely that you will feel bored or restless and begin

to ask yourself questions like “Is this something I want to do for the

rest of my life?” This stage is often followed by a period of decline.

Decline is a time when accomplishments come with difficulty and

you’re likely to feel caught in a downward spiral. It is a period of

development often characterized by feelings of great discomfort and

a fervent desire to get out of what you are doing. It is likely to lead

in to a new assessment stage, thus beginning the cycle over again.

You can expect to go through these stages of development over

and over again during your career. By acknowledging that these

developmental stages exist and by identifying your current stage of

development, you can begin to make some good development and

career decisions. By making good developmental decisions, you may

be able to shorten the periods of decline in your life.

Choosing the kind of work to devote your life to and pursuing

developmental experiences that support your choices are among

the most important decisions you will be called on to make as your

career unfolds. Some tools are available that can help you make

solid development decisions. The right ones will depend on your

current stage of development. Let’s look at some examples.

Instructors who are in the assessment stage will find self-assess-

ment tools valuable. These are usually workbooks that guide you

through a serious look at who you are and what you want to be. A

good self-assessment workbook will enable you to assess your fields

of interest, aspirations, skills, strengths, weaknesses, characteristics,

values, performance, and supervisory feedback. It will also help you

to pinpoint discrepancies and reconcile differences. A self-assess-

ment workbook is right for you if you could use some help thinking

through these assessments and considering their career implica-

tions. These workbooks can be found in bookstores, libraries, and

career resource centers.

Instructors who are in the exploration stage will find value in

workbooks and publications that help them obtain information

about the types of work done in the world at large and in their orga-

nizations in particular. These publications, which are also available
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at bookstores, libraries, and career resource centers, will provide you

with knowledge of alternatives essential for sound planning for your

future. They should help you identify the kinds of organizations that

require your skills, work experiences, and educational background.

They should help you pick out organizations that exhibit values

important to you and help you identify organizational norms and

potential job fits. They should equip you to make good use of 

your network and show you how you can use your supervisor, 

counselors, and other employees to gain information to help you

make decisions about moving up, moving across, staying in place,

or moving out.

Once you have completed your assessment and exploration,

you’re ready to draw on the data gathered and develop a plan for

yourself. There are many publications available in the above-

mentioned places to guide you through this effort. A good career

planning tool should help you match your values, skills, and char-

acteristics with organizational requirements. A good workbook will

guide you to make clear decisions about whether to stay in or leave

your current job and enable you to develop a realistic plan to make

your decision work.

When you have completed this work, you will be well-prepared

for a serious and realistic career discussion with your training man-

ager. Instructors who see themselves in one of the other three stages

(growth, settling down, or decline) may also find value in the devel-

opmental work described above.

If you are in the growth stage, you probably want to focus your

efforts on developing in your current work. If you are in the early

stages of settling down, now is the perfect time to take a serious look

at your development, because you’re typically on top of the world

when it comes to work and because the hard task of development

can keep you fresh in your current work and out of the slide into

decline. If you are in the latter stages of settling down or in decline,

you have no choice but to begin a serious look into your develop-

ment and career or fall deeper into discontent.
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The developmental work described here isn’t easy, nor can it be

done quickly without doing injustice to your career. However, if you

take the time to do this work, and do it seriously, you will be

rewarded with a career full of satisfaction.

Instructors who take responsibility for their own development

will develop into excellent performers. Regardless of what your train-

ing manager does, you are 100 percent responsible for your develop-

ment and your career. You are responsible for the hard work of

assessing who you are, exploring what you want to be, and creating

a plan for your own development. By aggressively using the instruc-

tor tools in this book, you will live up to that responsibility.
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15

ENSURING THE SUCCESS 

OF INSTRUCTORS

Instructors will perform with excellence if they

have the tools to perform the job

The purpose of this chapter is to review the instructor performance

system, summarize the concepts presented in this book, and show

instructors and training managers how to use this book as a tool to

successfully implement these ideas.

The instructor performance system described in this book is a

tool designed to elicit excellent performance from instructors. It is

based on the premise that instructors will perform with excellence

if they are capable, have well-defined jobs, know what is expected

of them, receive feedback and rewards that reinforce and develop

excellent performance, and have the tools to do the job.

Being capable is defined as possessing the skills, knowledge,

experience, qualifications, and characteristics required to do the

instructor’s job. The requirements of the instructor’s job are detailed

in Chapter 2.

Chapter 3 outlines the system that enables training managers

to select instructor candidates who possess these requirements. The

three-part selection system enables training managers to prepare for,

conduct, and evaluate the results of a skill-based interview. It also

provides data useful to developing capabilities in candidates

selected to perform the instructor’s job.

Instructors will perform with excellence if they have well-

defined jobs. A good description of the instructor’s job should define

why the instructor position exists, specify areas of responsibility, and
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identify the skills, knowledge, qualifications, experience, and char-

acteristics required and desired of excellent instructors.

Instructors also need to know what is expected of them. Perfor-

mance expectations let instructors know what they are expected to

do in their jobs. The instructor performance standards listed in

Chapter 4 and detailed in Chapters 5 through 11 clarify what is

expected of all classroom instructors. These sixty performance stan-

dards define minimal levels of acceptable instructor performance in

seven areas: preparation; participation; platform skills; content and

sequencing; questioning techniques; use of training aids; and par-

ticipant, course, and instructor evaluation. These standards are the

ideal vehicle for clearly communicating what is expected of instruc-

tors. They also form the basis for providing instructor feedback and

rewards.

The feedback system detailed in Chapter 12, the recognition and

reward system described in Chapter 13, and the development system

detailed in Chapter 14 are all tools to reinforce excellent instructor

performance and develop performance that can be improved. The

feedback system includes two forms of feedback, motivational and

developmental. Motivational feedback reinforces performance that

meets and exceeds expectations. Developmental feedback strength-

ens and develops performance, including performance that falls short

of expectations. While motivational feedback is akin to the concept

of positive feedback, developmental feedback is more akin to the

notion of coaching.

These forms of feedback can be used to provide ongoing, infor-

mal feedback as well as more formal feedback such as progress

reviews and performance appraisals. The feedback tools presented

in this book are simple and powerful. They will change forever the

way you reinforce and develop excellent performance.

The feedback system provides key input into the recognition

and reward systems. There is no limit to the number of ways train-

ing managers can recognize and reward instructors for excellent per-

formance. However, most methods fall into two categories: formal

and informal. The formal ways of recognizing and rewarding
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instructors include salary increases, bonuses, individual and team

awards, prizes, promotions and other job moves, and opportunities

for development. With the exception of development, most of 

the formal rewards are subject to rigid policy guidelines and as such

cannot be administered with much flexibility. Development 

and the informal rewards aren’t subject to such rigor. Consequently,

these rewards are limited only by the training manager’s creativity

and resourcefulness. Chapter 13 lists ninety-nine ways to informally

recognize and reward instructors.

An effective reward program reinforces desired instructor perfor-

mance because it matches rewards to what instructors value, because

it sends the right message, and because it is appropriate to the perfor-

mance. An effective program also ensures that rewards are given 

sincerely and, when appropriate, privately rather than publicly.

Another tool for reinforcing instructor performance is develop-

ment. There are two ways to look at development. One is from the

standpoint of developing instructors to perform with excellence in

the instructor’s job; the other is from the standpoint of career devel-

opment. Regardless of how you look at development, it should

begin the day the newly selected instructor arrives on the job and

end on the day the instructor leaves the organization.

By addressing development on day one, training managers are

setting in place a process that will have an immediate and positive

impact on instructor performance. The first day on the job is 

the perfect time for training managers to let newly selected instruc-

tors know what areas of skill they need to strengthen or develop and

put together a plan to achieve that. This instant attention to

instructor development increases the likelihood that instructors will

meet and exceed instructor performance standards and reduces the

likelihood of classroom performance problems. By addressing devel-

opment on day one, training managers will establish a reputation

for being trustworthy and for helping instructors to do their jobs.

Each chapter in this book addresses development in one way or

another. None however, speaks to development as specifically as

Chapter 14, which provides a host of tools that managers and
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instructors can use to focus attention on instructor development.

Chapter 14 provides training managers with tools to develop all

instructors, not just the fast-trackers or stars of the organization.

Development takes many forms, including movement upward, side-

ways, and downward, as well as staying in place. Which form of

development is appropriate for which instructor depends on a com-

bination of performance results and judgments of an instructor’s

potential.

Development for the high-performance, high-potential instruc-

tor is anything that leads upward, for example, a promotion, a key

job assignment, an important special project, or a special educa-

tional program. Opportunities to update skills, experiences that

enable instructors to keep abreast of training technology, atten-

dance at professional conferences, and membership in professional

organizations are all appropriate development activities for the

high-performance, low-potential instructor. Appropriate skill train-

ing, a quick job move, or a change in supervision may be the right

development step for the low-performance, high-potential instruc-

tor, while another chance, a downgrade, or outplacement are prob-

ably the best development activities for the low-performance,

low-potential instructor. Time in the job, visible work assignments,

exposure to decision makers, and periodic review of work are all

appropriate development steps for instructors whose performance

and/or potential is unknown.

The process of development is enhanced by agreement at

higher levels of management and by involvement of the instructors.

The development review is an ideal tool for reaching agreement

among managers on instructor development. This agreement-based

process extends responsibility for successful development to several

levels of management and brings to light and addresses problems

that generally are never addressed, such as how to attend to the

development of instructors who are not moving up in an organiza-

tion or how best to address differences in perceptions about an

instructor’s potential to move up.

Instructors must be involved in the development process if the

process is to succeed at all. Instructors have a responsibility to seek
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out tools that enable them to know who they are, what they want to

be, and how to get there. Unless the training manager has a clear idea

of the aspirations of instructors, he or she is unlikely to act in ways

that are perceived to be supportive. It’s up to instructors to let their

training managers know what they aspire to do. No one is better

equipped than the instructor to do the hard work of self-assessment,

exploration, and planning required to identify these aspirations.

Both instructors and training managers are responsible for

development discussions, both the short-term, on-the-job kind of

development discussion and the long-term, career type of develop-

ment discussion. Training managers are responsible for identifying

an instructor’s aspirations, resolving any differences in perceptions

of the instructor’s performance and potential, reaching and docu-

menting agreement on developmental steps, and following up, as

appropriate. The instructor is responsible for being well-prepared

for these discussions, facing up to the realities of differing percep-

tions (if any), and taking action on the agreed developmental steps.

The preceding fourteen chapters contain all the tools instruc-

tors require to perform with excellence. Together, these tools form

a powerful performance system that enables training managers to

bring about excellence in instructor performance. Whether you are

an instructor or a training manager, this book is your toolkit for

excellent instructor performance.

The rest of this chapter is intended to help you successfully use

these tools in your organization. First, let’s look at what training

managers can do to successfully implement the instructor perfor-

mance system, and then let’s focus on what instructors can do to

implement the ideas and concepts in this book.

Role of the Training Manager

As a training manager, you are in an ideal position to implement

the instructor performance system. With the exception of the for-

mal reward and recognition programs, which are rigidly ensconced

in most organizations, choosing how to manage the remaining com-

ponents of the instructor performance system is generally left to the
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training manager. Chapter 4 suggests a way training managers can

adapt the instructor performance standards to their own organiza-

tions. You may recall that the key to successfully adapting the stan-

dards is to gain the agreement of key personnel, namely, your boss,

peers, and subordinates. Agreement is the key, too, in successfully

implementing the instructor performance system. When you 

cannot obtain this agreement, you can still successfully implement

this system with instructors who report to you by adhering to the

following six steps.

Step 1. Distribute copies of this book to your instructors and

ask them to come prepared to discuss how you can successfully

implement the instructor performance system described in this

book.

Step 2. Review each section of the book and note areas in which

there is common agreement. Pay particular attention to the instruc-

tor performance standards and the step-by-step process for adapting

these standards listed in Chapter 4. Set aside any disagreements

until later.

Step 3. If you come across a concept or idea that does not apply

to your organization, agree to eliminate it or adapt it to fit your 

organization.

Step 4. If the instructor performance system is missing compo-

nents that are important or unique to your organization, simply add

these to the system, as appropriate.

Step 5. By now, you have reached agreement on the vast major-

ity of concepts presented in this book. Now you must come to

agreement on those areas on which there was disagreement. Given

the fact that until now all of your work on these steps has been

based on agreement, it is likely that the areas of disagreement will

be resolved easily and satisfactorily.

Step 6. Gain the commitment of participants to make the

implementation of the instructor performance system successful,

assign responsibility for implementing the system, and establish a

realistic timetable for implementing the system and measuring and

reviewing progress.
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These steps are the key to successful implementation of the

instructor performance system. Once you have completed them,

you will be well on your way to achieving trainer excellence.

Role of the Instructor

If you are an instructor, you have a number of choices to make 

relative to implementing the concepts presented in this book. You

can choose to gain the support of your boss and/or your peers to

implement the instructor performance system, or you can go it

alone and implement only those components of the system that you

can directly control. Let’s look at each of these choices.

If you suspect your boss might welcome the concepts presented

here and you are willing to do whatever needs to be done to help

implement such a system, then you might begin by preparing a pre-

sentation (following the outline of this book) that describes the

instructor performance system and its benefits. If your boss expresses

interest in pursuing the opportunity after you make your presenta-

tion, give him or her a copy of this book and offer to do whatever

you can to help make it easy for your boss to pursue implementation

of the instructor performance system. This might include making a

similar presentation to your peers or to higher management. It

might include contacting other organizations that employ such a

system or looking for consultants who offer professional assistance

in this area. At some point, your boss will need to follow the steps

listed above that describe what training managers can do to 

successfully implement an instructor performance system.

If your boss is not someone you are willing to consult on your

own, consider following the same steps in conjunction with other

instructors in your organization. By enrolling their support to imple-

ment the ideas presented here, you may find a way to gain your

boss’s support for implementation of the entire system.

If you choose neither of the above options and decide to go it

alone, there is much you can do to progress toward excellence. Each

of the tools presented in this book was designed so that you can

Ensur ing  the  Success  of  Instructors 245



make good use of them with little adaptation. For example, you can

use or adapt the instructor job definition in Chapter 2. You can use

the instructor performance standards listed in Chapter 4 and

detailed in Chapters 5 through 11, or you can adapt them for your

own use by following the guidelines presented in Chapter 4. You

can gain valuable feedback by using the instructor assessment tool

in Chapter 12. You can influence progress reviews and performance

appraisals by taking care to document your performance results and

make this documentation available to your training manager.

Remember the story of Bob in Chapter 13? You, too, can influence

the recognition and rewards you receive by following a similar path,

and you can affect your own career development by following the

steps outlined in Chapter 14.

How to Avoid Failure

The tools presented in this book make it possible to achieve excel-

lence; however, there are three common reasons these efforts can

fail. Let’s look at them.

First, the effort is doomed to failure if training managers don’t

take the time to gain the agreement and participation of instructors

to adapt and implement the instructor performance system. This is

not always an easy process. Experienced instructors sometimes react

negatively to any system with standards or guidelines for instruc-

tion. Their rationale is that, because they have been instructing for

a long time, such standards are obvious. Of course they are obvious;

that is one of the benefits of having standards. They let instructors

know what is obviously expected of them. However, a new instruc-

tor may not know what is obvious unless there are performance

standards. By giving both new and experienced instructors the

opportunity to participate in the implementation of the instructor

performance system, you increase the likelihood that the imple-

mentation will be successful. Any time people feel something is

being shoved down their throats, they resist. If instructors feel that

is what is happening with the instructor performance system, they
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will resist until the effort fails. It is essential to include them in the

implementation.

Second, the effort is doomed to failure if you are not extremely

cautious about what components of the system you eliminate. For

example, it may be suggested that you eliminate job descriptions

from the system because you already have job descriptions in your

organization. However, unless those job descriptions contain a com-

plete listing of required responsibilities, skills, knowledge, experi-

ence, qualifications, and characteristics, as detailed in Chapter 2,

they are useless for managing performance. Each component of the

instructor performance system links to, and as a result affects, every

other component of the system. For example, job descriptions are

the basis for selecting instructors and establishing performance stan-

dards. If you tamper with the job description, you may need to alter

the selection system and the instructor performance standards, as

well as other components of the system. By eliminating any part of

the system, you run the risk of destroying the entire system. So be

cautious in what you eliminate.

Third, no matter how carefully you introduce the instructor

performance system, it is doomed to failure if you do not review

progress toward the successful implementation of the system.

Progress reviews with instructors are essential to successful imple-

mentation. Most new systems fail because the only contact employ-

ees ever have with them is when they are introduced. In other

words, once the system was implemented, that was the last anyone

ever heard of it. If you want the instructor performance system to

be successful, you must pay the same kind of attention to monitor-

ing its successful implementation as you did to its introduction.

If you are a training manager, the tools you have reviewed in

this book will enable you to carefully implement a system that will

achieve instructor excellence. If you are an instructor, these tools

will enable you to develop into an excellent instructor and take

charge of your career in a way you never dreamed possible.

In Chapter 1, we said that this book is about bringing instruc-

tor excellence to life. Frankly, excellence is a rare commodity in
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today’s workplace. Yet when it does exist, one can always sense it—

there’s a passion for quality and a spark of excitement in the air. The

excellent organization appears to hum along like a piece of finely

crafted machinery; people feel purposeful and valued and come to

realize that it is possible to be a human being in the workplace and

produce excellence at the same time. These are feelings that, once

experienced, are never forgotten.

The instructor performance system is not an instant cure-all for

poor performance or a miracle that will cause excellence overnight.

However, a carefully implemented, well-executed instructor per-

formance system will result in excellent performance by instructors.

248 Instructor  Exce l lence



Appendix 1

TYPICAL CLASSROOM PROBLEMS

This Appendix focuses special attention on typical classroom prob-

lems that instructors may face. These problems include excessive

talking among participants, participants who challenge instructors,

participants who pose seemingly irrelevant questions, nonparticipa-

tion, participants who arrive late or leave early, and equipment fail-

ures. Dealing with problem participants is quite important to

instructors and requires special competencies—and often is what

people must learn from their experience in delivery (see Estep, 2004).

Excessive Talking Among Participants

Step 1. Decide whether the talking is OK or disruptive. If it’s OK,

ignore it.

Step 2. If it’s disruptive, do the following until the behavior stops:

• Attempt to involve participants.

• Pause, be silent for a few seconds, and see whether letting par-

ticipants hear themselves quiets them.

• Move closer to the people talking (do not go right up to them).

• Refer back to something one of them may have said earlier

(acknowledge participants).

Step 3. If the behavior persists, stay calm, non-defensive, and

non-threatening and do the following:

• Temporarily rearrange seating (go into an exercise requiring

people to work in pairs and separate talkative participants).

• Permanently rearrange seating (leave talkative participants in

new seats, apart from one another).
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Step 4. If talking still exists, take these final actions as necessary:

• Call a break and talk to participants privately.

• Tell participants that you are anxious to have them participate

and that their talking is disruptive to what you are trying to

accomplish.

• Ask participants whether they are willing to refrain from talk-

ing to one another.

• Explain the consequences of continuing to talk (removal from

class).

• Dismiss participants from classroom.

If at any step along the way the participants cease the disruptive

behavior, take the opportunity to reinforce their new behavior. For

example, if they have stopped talking and started to participate, you

can say (privately), “Thanks for participating; it’s good to have your

input.”

The above steps, or some variation of them, are appropriate for

many different classroom disruptions, including making wisecracks

and making noise.

Participant Challenges Instructor

Participants who sharply or aggressively challenge an instructor usu-

ally pose a dilemma. Do you (the instructor) take advantage of the

power of your position and put the challenger down, or do you find

ways to handle the challenge that are mutually productive? While

you may be inclined to the former, that action will increase the like-

lihood of a classroom disaster and greatly reduce the likelihood that

participants will meet training objectives. By choosing to handle

the challenge productively, you increase the likelihood of creating

an exhilarating learning experience for participants. At the same

time, you will develop a high level of skill in this difficult area.

The response to this kind of situation draws on some of the 

concepts of transactional analysis discussed in Chapter 1 and on
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performance standard 15 (see Chapter 9), which addresses the issue

of being non-defensive. You might refer to these two chapters as you

review the following steps.

Step 1. Decide whether the challenge is productive or

unproductive.

Step 2. If it is productive, continue the dialogue; if it’s unpro-

ductive, determine the level of tension the challenge has created in 

the room.

Step 3. If the tension in the room is extremely high, consider

taking a break and talking to the challenger in private.

Step 4. If the tension is within reason, respond from either your

adult state or your creative child state to reduce or break the 

tension.

Step 5. Once the tension is reduced or broken, begin to get at the

specifics of the challenge. In other words, find out what is really trou-

bling the challenger. Use open-ended questions: “Why do you feel so

strongly about this?” “What specifically troubles you about this?”

Step 6. Once the specifics of the challenge are out in the open,

respond appropriately. Thank the challenger and state what (if any)

action you are willing to take to respond to the situation.

These are difficult situations to handle. It will help if you avoid

sugarcoated responses or defensive behavior and acknowledge any

mistakes you may have made in handling the situation.

Participant Asks Irrelevant Questions

This situation is a simple one to handle. A wonderful ground rule to

use is: If it takes longer to tell the person the question is irrelevant

than it does to answer the question, then just answer the question.

(Performance standard 48 in Chapter 9 also addresses this situation.)

Use the following steps to handle irrelevant questions.

Step 1. If the answer is short, use the ground rule given above.

In other words, answer the question if someone asks, “Where did

you get your briefcase?”

Step 2. Look to tie the question to the subject matter at hand.

For example, suppose the subject is decision making and someone
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says, “Where did you get your briefcase?” Answer the question and 

follow up with something like, “What decision-making processes do

you use when purchasing a briefcase?”

Step 3. If the number of irrelevant questions becomes disrup-

tive, privately ask the person to hold off asking such questions until

break or after hours, when you will answer any questions you can.

Step 4. If the behavior continues, privately explain that the

behavior is disruptive and ask whether the person is willing to stop

asking so many questions. If the answer is yes, thank the person. If 

the answer is no, explain the consequences of continuing to 

ask irrelevant questions. If the behavior continues, carry out the

consequences stated.

People who ask irrelevant questions are generally looking 

for some kind of acknowledgment. Consequently, this behavior 

can often be stopped altogether or controlled easily by giving the

participant some positive reinforcement.

Nonparticipation

There are many reasons why people do not participate in training

classes. The person may be reluctant because of previous unpleas-

ant experiences in the classroom. It may be that the person was

forced to attend the training program, or has a million and one

other things to do, or is shy in public. Regardless of the reasons why

some people do not participate, the following steps should garner

adequate participation.

Step 1. Involve the non-participant by doing any or all of the

following:

• Use open-ended questions.

• Use positive reinforcement techniques; for example, refer to

something the non-participant said earlier or a subject in

which the non-participant is known to be an expert.

• Use the non-participant’s name frequently.
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• When speaking, move close to the non-participant.

• Establish and maintain good eye contact with the non-

participant.

• Throw questions to areas of the room that include the non-

participant; for example, “What ideas do you in the back of

the room have?”

• Use safe but pointed questions such as “Sue, you have substan-

tial experience in this area; how would you handle this?” 

Follow up such questions with positive recognition or rein-

forcement, such as “Thanks, Sue, for your comments.”

Step 2. Talk to the person at break; mention that you look for-

ward to hearing his or her thoughts in the classroom. Ask whether

there is anything you can do that would make it comfortable for the

person to participate.

Step 3. If none of the actions taken above elicit participation,

talk to the non-participant privately. Tell the non-participant that

you expect each trainee to participate and ask the person to partic-

ipate. If the person refuses, explain the consequences, if any, and ask

again for participation.

Step 4. If the person participates, provide positive reinforcement.

If the person remains a non-participant, take appropriate measures.

Arriving Late or Leaving Early

Participants who arrive late or leave early often disrupt training.

Many instructors make the mistake of waiting for latecomers. In

effect, such behavior rewards the latecomers and punishes the par-

ticipants who have arrived on time, which in turn gives unspoken

permission to all participants to be late. The following steps will

help you handle this problem.

Step 1. Start class on time at the beginning and after all breaks,

including lunch.

Step 2. At the beginning of class, ask participants to tell you if

they know that there is any portion of the program they will miss.
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Step 3. Let participants know that you will commit to ending

on time if they are willing to be on time at the start of the day and

after each break, including lunch. Ask directly if that’s something

they are willing to do.

Step 4. Thank participants who show up on time and ignore

those who are late the first time.

Step 5. If a participant is developing a pattern of being late,

meet privately with the person, point out the behavior, and ask

what the person will do to be on time. If necessary, make sure the

person understands the consequences if the problem continues.

Step 6. At the start of the next class segment, provide positive

reinforcement if the person comes in on time and take appropriate 

measures if the person comes in late.

Equipment Failures

Most of the problems associated with equipment failure can be pre-

vented if certain actions are taken in advance. The following steps are

intended to enable you to effectively prepare for an equipment failure.

Step 1. Have a practice run just before class begins. A practice

run will tell you whether your equipment is operative.

Step 2. Secure a set of spare projector bulbs and parts, as appro-

priate, and learn how to install them. By having spares at your dis-

posal, you will avoid the problems associated with bulbs burning out

and parts breaking down.

Step 3. Have a list (with phone numbers) of technicians or

contacts who can be called in the event of a power outage or equip-

ment breakdown.

Step 4. Develop a set of alternative plans for the class in the

event of an equipment failure.

These simple prevention steps will enable you to effectively

handle equipment failures that crop up from time to time. On those

occasions when you are not prepared, don’t panic—there is often

someone available who knows exactly what to do. When these

things happen, smile and do whatever you need to do to meet the

objectives set out in the training program.
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Appendix 2

COMPETENCIES FOR TRAINING

DELIVERY AND INSTRUCTION

Several organizations have been working to pinpoint the competen-

cies for effective training delivery or instruction. In some cases, the

studies that have been used to identify these competencies are them-

selves the foundation for trainer or instructor certification. Two of the

best-known studies were done by ASTD, American Society for

Training and Development, and IBSTPI, the International Board of

Standards for Training, Performance, and Instruction. The relevant

competencies from those studies are reproduced in this Appendix.

ASTD’s Competencies for “Training Delivery”*

Delivering Training

Delivering learning solutions (for example, courses, guided experience)

in a manner that both engages the learner and produces desired out-

comes; managing and responding to learner needs; ensuring that the

learning solution is made available or delivered in a timely and effec-

tive manner.

Key Knowledge

• Adult learning theories and techniques

• Instructional design theory and methods

• Various delivery options/media, such as online learning, 

classroom training, print media, etc.
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• Existing learning technologies and support systems, such as

collaborative learning software, learning management 

systems, and authoring tools

• Emerging learning technologies and support systems

• Presentation techniques and tools

• Organizational work environment and systems, including

learning delivery channels

• Individual learning styles, such as audiovisual

• Cultural differences in learning styles, communication, 

classroom behavior, etc.

• Own personal learning preferences, such as preference for 

lecture or experience-based learning, and how that impacts

delivery capabilities

• Tools for determining learning preferences, such as a prefer-

ence for lecture or experience-based learning, etc.

• Familiarity with content being taught and how the solution

addresses the need (that is, context)

• Legal and ethical issues relevant for delivering training.

Key Actions

Prepares for Reviews participant and facilitator 

training delivery materials prior to delivery; gathers infor-

mation about the participants and their

characteristics; tailors examples and 

analogies to ensure relevance to partici-

pants; etc.

Aligns learning Monitors needs and learning preferences of 

solutions with users/participants to ensure that the learning

course objectives solutions meet learner and course objectives; 

and learner needs responds to feedback from learners and

makes adjustments or enhancements to the

learning solution based on feedback.
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Conveys Ensures users/participants are informed of 

objectives the goals and purpose of the learning 

solution prior to the training and have a

realistic understanding of what the solu-

tion can accomplish.

Delivers various Uses various learning delivery mechanisms/

learning options and selected methodologies that 

methodologies could include a combination of lectures,

role plays, simulations, technology-

delivered training or e-learning, learning

technology support tools, etc.; follows 

facilitator materials to ensure effective and

consistent delivery.

Facilitates Varies delivery style to fit the audience; 

learning adapts to the needs of learners and adjusts

curriculum as needed; presents information

in a logical sequence; uses appropriate visual

aids; listens and responds to questions and

objections; manages group dynamics; man-

ages time on learning topics.

Encourages Uses techniques and skills prior to and 

participation and during delivery to actively engage all 

builds learner participants in the learning experience; 

motivation adapts own style to different learner and

group styles; makes effort to bring in pas-

sive or resistant participants; creates

excitement and commitment to the 

learning experience; engages learners 

by providing opportunities for participa-

tion and experimentation in the 

learning process; values and capitalizes 

on participant diversity to maximize 

learning.
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Establishes Demonstrates understanding of course 

credibility as content; uses appropriate terminology and 

instructor relevant business examples; provides useful

information when responding to questions;

helps participants apply learning to on-

the-job situations.

Manages the Schedules events and users/participants; 

learning selects facilities conducive to learning; 

environment prepares agenda/learning objectives in

advance; presents and organizes materials

and multimedia equipment; arranges 

room and equipment for optimal learning;

provides materials; ensures access to 

and supplies resources for learning users/

participants; provides for breaks/

refreshments.

Delivers Provides behavioral feedback on learners’ 

constructive performance during or after the learning 

feedback experience; maintains or enhances learn-

ers’ self-esteem; supports feedback with

specific examples of behavior and possible

alternatives for improving performance;

provides a balance of positive and 

constructive/developmental feedback; 

creates opportunities for self-awareness

and insight.

Creates a positive Establishes a learning environment where 

learning climate learners feel safe to try new skills and

behaviors, where individual differences 

are respected, and where confidentiality 

is supported; ensures an appropriate 

level of management and organizational

support; personally models behavior 

that is consistent with the goals of the 

program.
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Ensures learning Ensures the learning objectives are met; 

outcomes integrates or embeds appropriate perfor-

mance support and assessment techniques

to check learners’ understanding and to

ensure skill and/or knowledge acquisition,

on-the-job application, and intended busi-

ness results.

Evaluates solutions Monitors the impact of learning solutions

to ensure their effectiveness; summarizes

and communicates evaluation results.

Sample Outputs

• Report of learning usage

• Evaluation report of impact of learning solution

• Return-on-investment report

• Delivery schedule

• Learner feedback

• Presentations of materials

• Facilitations of learning events

• Facilitations of group discussions

• Feedback to learners

• Action plans for knowledge transfer

The IBSTPI Instructor Competencies**

Overview

The list of the IBSTPI instructor competencies and performance state-

ments have been significantly updated. These updated competencies

and performance statements reflect developments in teaching and
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learning in the past decade and the use of online and blended delivery

systems. They have been validated globally with a sample of more

than 1,300 practitioners in all regions of the world.

Professional Foundations

Competency 1: Communicate effectively.

(a) Use language appropriate to the audience, context, and culture.

(b) Use appropriate verbal and nonverbal language.

(c) Seek and acknowledge diverse perspectives.

(d) Use active listening skills according to context.

(e) Use appropriate technology to communicate.

Competency 2: Update and improve one’s 

professional knowledge and skills.

(a) Expand one’s knowledge of learning principles and instruc-

tional strategies.

(b) Continuously update technology skills and knowledge.

(c) Establish and maintain professional contacts.

(d) Participate in professional development activities.

(e) Document one’s work as a foundation for future efforts.

Competency 3: Comply with established 

ethical and legal standards.

(a) Recognize the ethical and legal implications of instructional

practices.

(b) Comply with organizational and professional codes of ethics.

(c) Ensure that learners are treated fairly.

(d) Respect requirements for confidentiality and anonymity.

(e) Avoid conflicts of interest.

(f) Respect intellectual property, including copyright.
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Competency 4: Establish and maintain professional credibility.

(a) Model exemplary professional conduct.

(b) Respect the values and opinions of others.

(c) Demonstrate subject-matter expertise.

(d) Be open to change and improvement.

(e) Relate instruction to organizational context and goals.

Planning and Preparation

Competency 5: Plan instructional methods and materials.

(a) Determine relevant characteristics of learners, other partici-

pants, and instructional settings.

(b) Plan or modify instruction to accommodate learners, instruc-

tional settings, and presentation formats.

(c) Identify and sequence goals and objectives.

(d) Select appropriate instructional methods, strategies, and pre-

sentation techniques.

(e) Plan or modify lessons, instructor notes, assessment tools, and

supporting materials.

(f) Create or modify technology-based resources as required.

Competency 6: Prepare for instruction.

(a) Anticipate and prepare for learner difficulties and questions.

(b) Prepare learners for instruction.

(c) Identify key points, relevant examples, anecdotes, and addi-

tional materials.

(d) Confirm logistical and physical arrangements that support

instruction.

(e) Make instructional resources accessible to all learners.

(f) Confirm readiness of equipment, technology, and tools.
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Instructional Methods and Strategies

Competency 7: Stimulate and sustain learner 

motivation and engagement.

(a) Gain and maintain learner attention.

(b) Ensure that goals and objectives are clear.

(c) Foster a favorable attitude toward learning.

(d) Establish relevance to increase learner motivation.

(e) Help learners set realistic expectations.

(f) Provide opportunities for learners to participate and succeed.

Competency 8: Demonstrate effective presentation skills.

(a) Adapt presentation to the learning context.

(b) Represent key ideas in a variety of ways.

(c) Provide examples to clarify meaning.

(d) Involve learners in presentations.

(e) Adapt presentations to learner needs.

Competency 9: Demonstrate effective facilitation skills.

(a) Draw upon the knowledge and experience of all participants.

(b) Give directions that are clearly understood by all learners.

(c) Keep learning activities focused.

(d) Encourage and support collaboration.

(e) Bring learning activities to closure.

(f) Monitor, assess, and adapt to the dynamics of the situation.

Competency 10: Demonstrate effective questioning skills.

(a) Ask clear and relevant questions.

(b) Follow up on questions from learners.

(c) Use a variety of question types and levels.
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(d) Direct and redirect questions that promote learning.

(e) Use questions to generate and guide discussions.

(f) Build on responses to previous questions in subsequent 

learning activities.

Competency 11: Provide clarification and feedback.

(a) Provide opportunities for learners to request clarification.

(b) Use a variety of clarification and feedback strategies.

(c) Provide clear, timely, relevant, and specific feedback.

(d) Be open and fair when giving and receiving feedback.

(e) Provide opportunities for learners to give feedback.

(f) Help learners in giving and receiving feedback.

Competency 12: Promote retention of knowledge and skills.

(a) Link learning activities to prior knowledge.

(b) Encourage learners to elaborate concepts and ideas.

(c) Provide opportunities to synthesize and integrate new 

knowledge.

(d) Provide opportunities to practice newly acquired skills.

(e) Provide opportunities for reflection and review.

Competency 13: Promote transfer of knowledge and skills.

(a) Use examples and activities relevant to application settings.

(b) Demonstrate the application of knowledge and skills in 

realistic settings.

(c) Provide opportunities to practice in realistic settings.

(d) Provide opportunities to plan for future application.

(e) Explore with learners the conditions that may help or hinder

transfer.

(f) Provide opportunities for autonomous learning.
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Competency 14: Use media and technology to 

enhance learning and performance.

(a) Recognize the capabilities and limitations of media and tech-

nology for instruction.

(b) Apply best practices when using media and technology.

(c) Represent content in a variety of ways.

(d) Prepare learners for the use of media and technology.

(e) Troubleshoot or fix minor technical problems.

Assessment and Evaluation

Competency 15: Assess learning and performance.

(a) Communicate assessment criteria.

(b) Monitor individual and group performance.

(c) Assess learner attitudes and reactions.

(d) Assess learning outcomes.

(e) Provide learners with opportunities for self-assessment.

Competency 16: Evaluate instructional effectiveness.

(a) Evaluate instructional materials.

(b) Evaluate instructional methods and learning activities.

(c) Evaluate instructor performance.

(d) Evaluate the impact of the instructional setting and 

equipment.

(e) Document and report evaluation data.
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Management

Competency 17: Manage an environment that

fosters learning and performance.

(a) Anticipate and address situations that may impact learning

and performance.

(b) Ensure that learners can access resources.

(c) Establish ground rules and expectations with learners.

(d) Employ time management principles during instruction.

(e) Discourage undesirable behaviors in a timely and appropriate

manner.

(f) Resolve conflicts and problems quickly and fairly.

Competency 18: Manage the instructional process 

through the appropriate use of technology.

(a) Use technology to support administrative functions.

(b) Use technology to seek and share information.

(c) Use technology to store and reuse instructional resources.

(d) Use technology to maintain the security and privacy of

learner information.
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A

Adult states, 6
Adults: Knowles’s theory on learning by,

5; past classroom experiences of, 4–5
Agreement career discussion, 229, 231
Agreements: implementing performance

system, 244; on realistic development
goals, 221–223

Alice in Wonderland (Carroll), 68
Alternative training aids, 152
Analytical skills assessment, 39–40
Announcement career discussion, 229, 230
Announcing instruction position, 29–30
Annual performance appraisal: discussion

following, 198–200; Instructor Perfor-
mance Appraisal Form, 195e–197e; six
steps to, 194

Attitudes: positive, 110–111; questions to
test, 130–132

B

Bad-seed child state, 6
Benkowski, J., 22
Brown, K., 8
Butler, M., 9, 139

C

Canavan, F., 92
Career discussion: conducting, 232; deter-

mining type of, 229–231; monitoring
progress following, 232–233. See also
Development

Characteristics (instructor): definition of,
15, 19; required for instructor role, 23.
See also Competencies

Child states: communication from, 6–7;
two types of, 6

Circle room arrangement, 72, 73
Classroom problems: appropriate han-

dling of, 93, 96–98; computer-related,
150–151; “Powers tips” on handling,
96–97; three categories of common,
94e–95e; turning them into positive
learning experiences, 98–100

Classroom type arrangement, 72, 73
Classrooms: appropriate handling of prob-

lems in, 93–98; creating a vision for,
105; instructor control over, 89–90;
making it comfortable, 105–106; types
of arrangements for, 72–73. See also
Facilities

Closed questions: comparing open-ended
and, 128; use to end discussions,
129–130; to test for knowledge, 132

Cohen, S., 17
Communication: implications for instruc-

tors of adults, 7–8; instructor use of
clear language, 111–112; instructor use
of voice and inflections, 108–109;
nondiscriminatory language used in,
92–93; from parent and child states,
6–7; of performance expectations,
55–56, 240. See also Feedback; Ques-
tioning skills

“Company-ese,” 111–112
Compensation. See Rewards/recognition
Competencies, 15. See also Characteristics

(instructor)
Computer equipment, 150–151
Confidentiality issues, 224–225
Content/sequencing: adhering to specified

schedule, 117–118; all material accu-
rately/thoroughly presented, 118–119;
flexibility when necessary, 120–121;
instructor overview of, 114–115;
instructor provided instructions on
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tests/exercises, 116–117; instructor
provided objectives and, 115; instruc-
tor provided summaries and transi-
tions, 115–116; instructor review of
course, 68; instructor review of course
logistics, 113–114; material presented
in proper sequence, 120; performance
standards on, 59e–60e, 113–121. See
also Training materials

Cotton mouths, 104–105
Course evaluation standards, 61e
Creative child state, 6, 8
Critical parent, 6
Cues (minimal and overt), 85–88

D

Daily evaluations, 159
Decision making skills, 37–39
Deep breathing, 106
DeRouin, R., 5
“Desire to Be Here” exercise, 130
Development: career discussion role in,

229–233; confidentiality and privacy
issues of, 224–225; feedback during,
225, 240; forms of, 223–224; instructor
responsibility for, 234–237; instructor
training, 233–234; monitoring progress
of, 232–233; rating performance and
potential role in, 215–216; reaching
consensus on realistic goals for,
221–223; responsibility for instructor,
214–215; reviewing tools available for,
241–243; stages of, 234–235; steps to
effective, 228–229; ten characteristics
of excellent, 213–214. See also Perfor-
mance

Development groups: appropriate steps for
specific, 219e–220e; identifying six
types of, 216–218

Development plans: application of, 225,
227–228; Instructor Development
Plan, 226e; steps in formulating,
221–223

Developmental (formative) feedback:
comparing motivational and, 175; cri-
teria for excellent, 172–173; described,
41, 157, 173–174; differences between
negative and, 174; timing of, 176

Discriminatory language, 92–93
Distance learning, 9
Donahue, W., 22

Donar, S., 18
Drippers, 103–104
Dubois, D., 15
Duhaney, D., 18

E

Educational technology, 9
Electronically mediated instruction: defin-

ition of, 9; instructor responsibilities
for, 18–19; level of student motivation
and, 8–9

End-of-Course Evaluation form,
160e–161e

End-of-course evaluations, 159–162,
165–166

Environmental factors: common class-
room problems related to, 95e; setting
up and checking, 71–73

Equipment: common classroom problems
related to, 95e; setting up and ensuring
working order of, 70–71. See also
Training aids

Evaluation forms: annual performance
appraisal, 194–200; daily, 159; end-of-
course, 159–162, 165–166; follow-up,
162, 163e–164e, 166; observing
instructor performance, 178–186;
progress reviews, 186–190

Evaluations: consistent reviewing feed-
back on, 157–162; instructor action
based on reviewed, 165–166; Instruc-
tor Assessment Tool for, 180e–185e;
observation, 178–186; participant per-
formance and consistent, 155–156;
performance standards on, 61e, 76–77,
155–167; providing feedback to partic-
ipants, 156–157; referring evaluation
items requiring action, 162, 165;
reviewing previous course, 76–77; self-
evaluation by instructor, 166–167. See
also Performance; Testing

Exercises: clear instructions for, 116–117;
“Desire to Be Here,” 130

Experience: definition of, 15, 19; required
for instructor role, 22–23

Eye contact, 106, 107–108

F

Facilitator questioning techniques, 123
Facilities, 71–73. See also Classrooms
Fact finding career discussion, 229, 230

272 INDEX



INDEX 273

Feedback: annual performance appraisal,
198–200; career development, 225,
240; criteria for excellent, 172–173;
definition of, 10; developmental (for-
mative), 41, 157, 172–176; impor-
tance of applying, 240–241; instructor
action based on reviewed, 165–166;
instructor observation, 171–200; inter-
viewing to assess skills in, 41–42; moti-
vational (summative), 41, 157,
172–178; negative, 174; private and
public, 177; providing participant,
156–157; reviewing evaluation,
157–162; sincerity of, 178, 225; speci-
ficity of, 177; tape recorders as source
of, 147–148; Training Manager’s
Guide to Providing Feedback, 199e.
See also Communication; Performance
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Feuer, D., 5
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course outline when necessary,
120–121; interviewing to assess, 39

Flip charts, 148–150
Follow-up evaluation, 162, 163e–164e,

166
Formative feedback. See Developmental

(formative )feedback
Fritzsche, B., 5

G

Garblers, 104
Geber, B., 5
George, J., 92
Gestures/movements, 108
Gividen, J., 9
Glarers, 85
Greeting participants, 106
Gut wrenchers, 104
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Harris, T. A., 5
High performance/high potential devel-

opment groups, 217, 219e
High performance/low potential develop-

ment groups, 217, 219e
How to Prepare Your Expatriate Employ-

ees for Cross-Cultural Work Environ-
ments (2005), 17

Hunt, D., 9, 139

I

Inflections/voice, 108–109
Initiative skills assessment, 43
Instruction: motivation and media-

based/instructor-led, 8–9; performance
standards on classroom, 58e–61

Instruction preparation: checklist for, 69e;
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How to Use the CD-ROM

System Requirements

PC with Microsoft Windows 98SE or later

Mac with Apple OS version 8.6 or later

Using the CD with Windows

To view the items located on the CD, follow these steps:

1. Insert the CD into your computer’s CD-ROM drive.

2. A window appears with the following options:

Contents: Allows you to view the files included on the 

CD-ROM.

Software: Allows you to install useful software from the 

CD-ROM.

Links: Displays a hyperlinked page of websites.

Author: Displays a page with information about the Author(s).

Contact Us: Displays a page with information on contacting

the publisher or author.

Help: Displays a page with information on using the CD.

Exit: Closes the interface window.



If you do not have autorun enabled, or if the autorun window does

not appear, follow these steps to access the CD:

1. Click Start → Run.

2. In the dialog box that appears, type d:\\start.exe, where d is

the letter of your CD-ROM drive. This brings up the autorun

window described in the preceding set of steps.

3. Choose the desired option from the menu. (See Step 2 in the

preceding list for a description of these options.)

In Case of Trouble

If you experience difficulty using the CD-ROM, please follow these

steps:

1. Make sure your hardware and systems configurations conform

to the systems requirements noted under “System Require-

ments” above.

2. Review the installation procedure for your type of hardware

and operating system.

It is possible to reinstall the software if necessary.

To speak with someone in Product Technical Support, call 

800–762–2974 or 317–572–3994 M–F 8:30 a.m.–5:00 p.m. EST.

You can also get support and contact Product Technical Support

through our website at www.wiley.com/techsupport.

Before calling or writing, please have the following information

available:

• Type of computer and operating system

• Any error messages displayed

• Complete description of the problem.

It is best if you are sitting at your computer when making the call.
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Pfeiffer Publications Guide
This guide is designed to familiarize you with the various types of Pfeiffer

publications. The formats section describes the various types of products that

we publish; the methodologies section describes the many different ways

that content might be provided within a product. We also provide a list of the

topic areas in which we publish.

FORMATS

In addition to its extensive book-publishing program, Pfeiffer offers content

in an array of formats, from fieldbooks for the practitioner to complete,

ready-to-use training packages that support group learning.

FIELDBOOK Designed to provide information and guidance to practitioners

in the midst of action. Most fieldbooks are companions to another, sometimes

earlier, work, from which its ideas are derived; the fieldbook makes practical

what was theoretical in the original text. Fieldbooks can certainly be read from

cover to cover. More likely, though, you’ll find yourself bouncing around fol-

lowing a particular theme, or dipping in as the mood, and the situation, dictate.

HANDBOOK A contributed volume of work on a single topic, comprising

an eclectic mix of ideas, case studies, and best practices sourced by practi-

tioners and experts in the field.

An editor or team of editors usually is appointed to seek out contributors

and to evaluate content for relevance to the topic. Think of a handbook not

as a ready-to-eat meal, but as a cookbook of ingredients that enables you to

create the most fitting experience for the occasion.

RESOURCE Materials designed to support group learning. They come in

many forms: a complete, ready-to-use exercise (such as a game); a compre-

hensive resource on one topic (such as conflict management) containing a

variety of methods and approaches; or a collection of like-minded activities

(such as icebreakers) on multiple subjects and situations.



TRAINING PACKAGE An entire, ready-to-use learning program that

focuses on a particular topic or skill. All packages comprise a guide for the

facilitator/trainer and a workbook for the participants. Some packages are

supported with additional media—such as video—or learning aids, instruments,

or other devices to help participants understand concepts or practice and

develop skills.

• Facilitator/trainer’s guide Contains an introduction to the program,

advice on how to organize and facilitate the learning event, and step-by-

step instructor notes. The guide also contains copies of presentation

materials—handouts, presentations, and overhead designs, for example—

used in the program. 

• Participant’s workbook Contains exercises and reading materials that

support the learning goal and serves as a valuable reference and support

guide for participants in the weeks and months that follow the learning

event. Typically, each participant will require his or her own workbook.

ELECTRONIC CD-ROMs and web-based products transform static Pfeiffer

content into dynamic, interactive experiences. Designed to take advantage of

the searchability, automation, and ease-of-use that technology provides, our

e-products bring convenience and immediate accessibility to your workspace.

METHODOLOGIES

CASE STUDY A presentation, in narrative form, of an actual event that

has occurred inside an organization. Case studies are not prescriptive, nor are

they used to prove a point; they are designed to develop critical analysis and

decision-making skills. A case study has a specific time frame, specifies a

sequence of events, is narrative in structure, and contains a plot structure—

an issue (what should be/have been done?). Use case studies when the goal is

to enable participants to apply previously learned theories to the circum-

stances in the case, decide what is pertinent, identify the real issues, decide

what should have been done, and develop a plan of action.

ENERGIZER A short activity that develops readiness for the next session or

learning event. Energizers are most commonly used after a break or lunch to



stimulate or refocus the group. Many involve some form of physical activity, so

they are a useful way to counter post-lunch lethargy. Other uses include tran-

sitioning from one topic to another, where “mental” distancing is important.

EXPERIENTIAL LEARNING ACTIVITY (ELA) A facilitator-led inter-

vention that moves participants through the learning cycle from experience

to application (also known as a Structured Experience). ELAs are carefully

thought-out designs in which there is a definite learning purpose and intended

outcome. Each step—everything that participants do during the activity—

facilitates the accomplishment of the stated goal. Each ELA includes complete

instructions for facilitating the intervention and a clear statement of goals,

suggested group size and timing, materials required, an explanation of the

process, and, where appropriate, possible variations to the activity. (For more

detail on Experiential Learning Activities, see the Introduction to the Reference

Guide to Handbooks and Annuals, 1999 edition, Pfeiffer, San Francisco.)

GAME A group activity that has the purpose of fostering team spirit and

togetherness in addition to the achievement of a pre-stated goal. Usually

contrived—undertaking a desert expedition, for example—this type of learning

method offers an engaging means for participants to demonstrate and prac-

tice business and interpersonal skills. Games are effective for team building

and personal development mainly because the goal is subordinate to the

process—the means through which participants reach decisions, collaborate,

communicate, and generate trust and understanding. Games often engage

teams in “friendly” competition.

ICEBREAKER A (usually) short activity designed to help participants over-

come initial anxiety in a training session and/or to acquaint the participants

with one another. An icebreaker can be a fun activity or can be tied to specific

topics or training goals. While a useful tool in itself, the icebreaker comes into

its own in situations where tension or resistance exists within a group.

INSTRUMENT A device used to assess, appraise, evaluate, describe, clas-

sify, and summarize various aspects of human behavior. The term used to

describe an instrument depends primarily on its format and purpose. These

terms include survey, questionnaire, inventory, diagnostic, survey, and poll.

Some uses of instruments include providing instrumental feedback to group



members, studying here-and-now processes or functioning within a group,

manipulating group composition, and evaluating outcomes of training and

other interventions. 

Instruments are popular in the training and HR field because, in general,

more growth can occur if an individual is provided with a method for focusing

specifically on his or her own behavior. Instruments also are used to obtain

information that will serve as a basis for change and to assist in workforce

planning efforts. 

Paper-and-pencil tests still dominate the instrument landscape with a

typical package comprising a facilitator’s guide, which offers advice on admin-

istering the instrument and interpreting the collected data, and an initial set of

instruments. Additional instruments are available separately. Pfeiffer, though,

is investing heavily in e-instruments. Electronic instrumentation provides effort-

less distribution and, for larger groups particularly, offers advantages over

paper-and-pencil tests in the time it takes to analyze data and provide feedback.

LECTURETTE A short talk that provides an explanation of a principle,

model, or process that is pertinent to the participants’ current learning needs.

A lecturette is intended to establish a common language bond between the

trainer and the participants by providing a mutual frame of reference. Use a

lecturette as an introduction to a group activity or event, as an interjection

during an event, or as a handout.

MODEL A graphic depiction of a system or process and the relationship

among its elements. Models provide a frame of reference and something

more tangible, and more easily remembered, than a verbal explanation. They

also give participants something to “go on,” enabling them to track their own

progress as they experience the dynamics, processes, and relationships being

depicted in the model.

ROLE PLAY A technique in which people assume a role in a situation/

scenario: a customer service rep in an angry-customer exchange, for example.

The way in which the role is approached is then discussed and feedback is

offered. The role play is often repeated using a different approach and/or

incorporating changes made based on feedback received. In other words, role

playing is a spontaneous interaction involving realistic behavior under artifi-

cial (and safe) conditions.



SIMULATION A methodology for understanding the interrelationships

among components of a system or process. Simulations differ from games in

that they test or use a model that depicts or mirrors some aspect of reality in

form, if not necessarily in content. Learning occurs by studying the effects of

change on one or more factors of the model. Simulations are commonly used

to test hypotheses about what happens in a system—often referred to as “what

if?” analysis—or to examine best-case/worst-case scenarios. 

THEORY A presentation of an idea from a conjectural perspective. Theories

are useful because they encourage us to examine behavior and phenomena

through a different lens.
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